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ABSTRACT 
Most research in music education using the Communities of Practice (CoP) 
framework (Wenger, 1998) has focused on analyzing the creation or existence of a CoP. 
In contrast, this study used the CoP framework as a means to analyze and explore the 
potential of music education field experiences as boundary encounters—experiences 
where an individual engages with an unfamiliar CoP. The purpose of this descriptive 
collective case study was to investigate the tensions that occur at the boundary between 
music student and music teacher practices. Research questions explored (a) how 
undergraduate field experiences served as productive encounters for negotiating and 
exploring the boundary between music student and music teacher practices, (b) the 
tensions that occur at the boundary between music student and music teacher practices, 
(c) which boundary objects helped coordinate music student practices with music teacher 
practices, and (d) who acts as brokers at the periphery of music teacher practice, and how. 
Three undergraduate music education majors enrolled in a secondary music education 
methods course participated in this semester-long study. Analysis of interview transcripts, 
participant journals, course assignments, and observations revealed how undergraduate 
 
 vii 
field experiences in this course served as productive encounters for negotiating the 
boundary between music student and music teacher practices. Practicum encounters and 
attendance at a professional arts conference provided the strongest opportunities to 
engage with the music teaching practice, whereas observations were less productive. 
Pursuant to Wenger-Trayner and Wenger-Trayner (2015), tensions were explored as 
learning assets. Findings highlight how the school check-in process, relationship with 
cooperating teachers, opportunities to participate, and lack of brokering generated tension 
for the participants. Further analysis revealed a general lack of boundary objects between 
practices and an absence of brokers beyond the university supervisor. Findings support 
the need for authentic field experiences, with sustained access to the CoP. Moreover, the 
identification of brokers to facilitate and coordinate these experiences emerged as 
paramount. Given the unique positionality of university supervisors, they appear ideally 
positioned to serve as brokers. Finally, results also offer insights into how the timing, 
type, and student placement in field experiences may impact their productiveness. 
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CHAPTER I: INTRODUCTION 
My Story 
My formal musical journey began during a third-grade school assembly when I 
enthusiastically chose to play the trumpet. I continued playing in school bands into high 
school, when I felt a calling to become a high school music teacher. After high school, I 
attended a community college. Although I had my sights set on music education, the 
music courses offered focused mainly on foundational knowledge and skills and did not 
provide the depth of knowledge needed to pursue a career in music education. During this 
stage of my life, I spent a year working in a local music store gaining knowledge of 
instrument brands, pricing, and making repairs. Working in music retail provided 
invaluable education, offering multiple opportunities to engage with fields adjacent to 
music education. It provided the only practical association to the world of music during 
this leg of my journey. 
After 2 years, I transferred to a private liberal arts university where the music 
program required a heightened level of commitment. In addition to the ensembles, I 
matriculated through instrumental and choral methods courses. Secondary music methods 
served as a foundational course in my growth as a music educator. The course explored 
strategies for building a comprehensive music program while developing a personal 
philosophy of music education. As part of this course, I was required to complete 20 
observation hours at local middle and high schools. It was during these visits, as I 
engaged with various band directors and observed a variety of teaching styles and 




The summer before my senior year of college, I received a call from my mentor, a 
professor of music education at my university. He informed me that the local high school 
had abruptly lost their music teacher, and he had arranged an interview for me with the 
vice-principal the next day. I was unprepared, but after meeting with the vice-principal, I 
was asked to teach the band as a “walk-on” coach for the year. What began as an interim 
position, turned into the start of my career, and continued to be my home for the next 5 
years. In that time, while completing my BA, teaching credential, and starting my 
master’s degree in music, the music program grew from one music ensemble to a robust 
program of seven music offerings. Although there were very few moments when I felt 
like I truly knew what I was doing, I kept moving forward, leaning back on my limited 
field experiences and maximizing the support of a shortlist of mentors and a carefully 
chosen professional network. 
After 8 years of teaching at the high school level, I transitioned to my current 
position at my alma mater as Associate Professor of Music and Director of Bands and 
Music Education. The position includes oversight of the wind and percussion program 
and undergraduate music education program. As part of the music education program, I 
teach woodwinds, brass, and secondary music methods courses that rotate every 2 years. 
Thus, at the time of this study, I am on my third pass through my methods courses as I 
begin my eighth academic year as a professor. 
My unique journey to becoming a music teacher bypassed much of the traditional 
preservice activities. For better or worse, my teaching position counted for virtually all of 
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my fieldwork experience, including student teaching. Although I passed over many of the 
peripheral encounters with the music teaching practice, I recall the tensions between my 
identity as a college student and a music teacher. Translating knowledge from my 
methods courses and university experiences into my teaching practice proved to be an 
arduous task. Although I was a “teacher” on paper, I did not feel like a practitioner in the 
field of education for many years. Attending staff meetings, conferences, professional 
development meetings, and meeting people at local festivals provided countless 
reminders that I was still an outsider.  
Looking back, the few field experiences I had proved critically important. My 
early teaching consisted of a blend of practices I had observed as a musician, and the time 
I spent observing local music educators in my undergraduate studies. The limited number 
of opportunities I had to meaningfully engage with students reinforced my desire to 
expand opportunities for my own students. 
Communities of Practice 
From a social learning perspective, becoming a music teacher involves a complex 
journey through a landscape of practice (Wenger-Trayner & Wenger-Trayner, 2015). On 
this journey, a music student encounters music teachers’ shared strategies, jargon, skills, 
knowledge, and practices that have been negotiated and passed along over time. 
Awareness of, and competence in, these practices simultaneously create boundaries and 
establish membership in the group, which Lave and Wenger (1991) termed a community 
of practice (CoP). Communities of practice (CoPs) are described as “groups of people 
who share a concern, a set of problems, or a passion about a topic, and who deepen their 
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knowledge and expertise in this area by interacting on an ongoing basis” (Wenger, 
McDermott, & Snyder, 2002, p. 4). Wenger-Trayner (formerly Wenger) and Wenger-
Trayner (2015), further expanded the CoP framework and explained that human beings 
engage in many communities of practice over a lifetime, calling life a journey through a 
landscape of practices (Wenger-Trayner & Wenger-Trayner, 2015). 
As individuals encounter new CoPs, they are confronted with that CoP’s regime of 
competence—the negotiated terms of membership. Such terms include abilities to (a) 
engage with other members of the community, (b) take responsibility for some aspect of 
the CoP, and (c) have some understanding of the history of a CoP. The practices of the 
community, as well as the terms of membership, are locally negotiated by the 
community—in other words, they are not imposed from the outside; therefore, Wenger 
claims that a CoP is a “locally negotiated regime of competence” (p. 137). 
In learning to teach, music education students encounter a music teaching regime 
of competence when they conduct a school ensemble for the first time. Typically, the 
music education student’s conducting competence has been demonstrated through 
mastery of gestures because conducting collegiate music student peers seldom results in 
errors. In contrast, a music teacher’s conducting competence typically is demonstrated 
through relatively quick recognition, diagnosis, and correction of musical and technical 
errors. Encountering the music teaching regime of competence in such a way may present 
a challenge to the music education student’s competence. These encounters with a foreign 
CoP are known as boundary activities. 
Boundary activities encompass a variety of actions, involvements, connections, 
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encounters, interactions, and processes that occur at the edges, overlaps, and between 
communities of practice. These encounters allow individuals to see how elements of one 
community translate into another. For example, undergraduate music education students 
visiting a public school may encounter a classroom management routine that stands at 
odds with the strategies they have learned through university coursework. Thus, 
boundary activities, whether a seemingly inconsequential visit to talk with a music 
educator or the chance to warm up an ensemble, inherently involve an opportunity for 
learning, and therefore an opportunity to evaluate one’s positionality in relation to the 
boundaries of a community. 
As noted, encountering a new CoP may challenge an individual’s competence. At 
this point, brokers and boundary objects play a critical role. Brokers are described as 
individuals that straddle boundaries and “introduce elements of one practice into another” 
(Wenger, 1998, p. 105). Brokers support boundary crossing and identity changes. 
Through the CoP lens, the process of becoming a music educator requires students to 
engage “different regimes of competence, commitments, values, repertoires, and 
perspectives” (p. 17). Thus, identifying individuals who act as brokers may further 
support music students in the process of identifying as music teachers. Finally, boundary 
objects refer to “artifacts, documents, terms, concepts, and other forms of reification 
around which communities of practice can organize their interconnections” (Wenger, 
1998, p. 105). Each boundary object lends itself to various boundary activities. Wenger 
(1998) presented the example of a medical claim form, which translates medical 
consultations into a format that can be processed by a claim worker. A doctor may be 
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knowledgeable of claims processing, but they likely lack competence in the practices of 
the processing department. Thus, boundary objects “enable collaborative working and 
sharing of practice across the landscape” (Kubiak et al., 2015, p.82). Although boundary 
objects have the potential to enhance the permeability of a boundary, they do not 
guarantee to bridge discontinuities between practices (Akkerman & Bakker, 2011). 
From the CoP perspective, “relationships between practices are always a matter of 
negotiating their boundary” (Wenger-Trayner & Wenger-Trayner, 2015, p. 17). Thus, 
becoming a music teacher hinges on a music education student’s ability to negotiate the 
boundary of the music teacher community of practice. In the field of music teacher 
preparation, early field experiences1 are a primary means for music education students to 
encounter the boundary of the music teacher CoP. Researchers in music education have 
identified field experiences—classroom and school observations, teaching small and 
large groups of students, assisting teachers, attending professional events, and teaching 
practicums—as some of the most valuable preservice engagements that take place during 
the journey from student to teacher (Ferguson, 2003; Gavin, 2016; Groulx, 2016; 
McClellan, 2011; Schmidt, 2010). Specifically, early field experiences provide preservice 
teachers with information about how to teach and interact with students (Ballantyne, 
Kerchner, & Aróstegui, 2012), promote self-discovery and understanding (Gavin, 2016), 
influence students’ commitment to the profession (Haston & Russell, 2012; Schmidt, 
2010), and foster the development of teacher identities (Austin, Isbell, & Russell, 2012; 
                                               
1 Early field experiences, also known as prepracticum experiences, occur during undergraduate 
coursework, prior to student teaching. 
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Ballantyne et al., 2012; Draves, 2014; Haston & Russell, 2012; Isbell, 2008). 
Problem 
Educational researchers emphasize field experiences as opportunities for a smooth 
transition from student to teacher (Ball & Forzani, 2009; Cochran-Smith & Villegas, 
2016; Zeichner, 2010). Further, effective teacher preparation occurs within a practice-
based model (Ball & Forzani, 2009; Zeichner, 2010), where preparation programs 
connect theory with practice through “real-life teaching opportunities throughout their 
preservice training” (Legette, 2013, p. 16). Wenger-Trayner & Wenger-Trayner (2015) 
concurred that these encounters may be productive, stating, “boundaries hold the 
potential for unexpected learning” and that “the meeting of perspectives can be rich in 
new insights, radical innovations, and great progress” (p. 17). Despite this coherence of 
perspectives, Wenger-Trayner and Wenger-Trayner (2015) argued that researchers often 
“hide the importance of boundaries” (p. 18) in an attempt to make them seem 
unproblematic, stating that “boundaries are not necessarily peaceful or collaborative” (p. 
17). Encounters with the music teaching practice may challenge music education 
students’ extensive experience and competence as music students, which “can result in 
feelings of inadequacy, personal failure, or disengagement” (Kubiak et al., 2015, p. 81).  
Contrary to the assumption of a peaceful and steady transition from student to 
teacher, positioning field experiences as boundary encounters acknowledge the 
potentially confusing, uncomfortable, and daunting nature of hands-on field experiences. 
Wenger-Trayner and Wenger-Trayner suggested, instead, that the focus of practice-based 




1. What kind of boundary activity, joint project, visit, mutual storytelling, or 
learning partnership can serve as a productive encounter for negotiating and 
exploring a boundary? 
2. How can boundaries be used systematically to trigger a reflection process about 
practices on either side? 
3. What kind of boundary objects and activities can support this boundary-oriented 
pedagogy and create points of focus for engaging multiple perspectives? 
4. Who can act as brokers to articulate regimes of competence across boundaries? 
(Wenger-Trayner and Wenger-Trayner, 2015, p. 18) 
Thus, recognizing field experiences as boundary encounters challenges the assumption 
that field experiences provide a smooth path into the teaching practice by acknowledging 
the complexity of these experiences. Consequently, through this study, I aimed to 
illuminate the complexity of field experiences as a means to better understand how to 
support the transition from music education student to music teacher.  
Purpose and Questions 
Taking a cue from Wenger-Trayner and Wenger-Trayner (2015) and their focus on 
boundary encounters, the purpose of this study was to investigate early field experiences 
as boundary encounters. The following research questions guided this study: 
1. How do undergraduate field experiences serve as productive encounters for 




2. What tensions occur at the boundary between music student and music teacher 
practices? 
3. Which boundary objects help identify and coordinate music student practices with 
music teacher practices? 
4. Who acts as brokers at the periphery of the music teacher practice, and how? 
Rationale 
Being a music education student and being a music teacher appear to have much 
in common, yet one practice cannot substitute for the other. For example, music 
education students may spend many hours in rehearsals, but they have little responsibility 
for planning those rehearsals or assessing their quality. Although music education 
students may be in proximity to music teaching, they may not be meaningfully engaged 
with music teaching practices. 
Using the CoP framework to reframe field experiences as boundary encounters 
provides a lens to analyze, theorize, and further account for the activities a music student 
engages in during the transition from music education student to music teacher. From a 
CoP perspective, boundaries are unavoidable and often problematic (Wenger-Trayner & 
Wenger-Trayner, 2015); however, there is value in “perceiving boundaries not only as 
barriers to but also as potential resources of learning” (Akkerman & Bakker, 2011. p. 
153). Fenton-O’Creevy, Brigham, Jones, and Smith (2015) highlight the value of 
“practice-based education that draws the messiness and complexity of practice and the 
development of student identity into the curriculum and where student experiences of the 
disjunction between the different communities they inhabit are actively pursued as 
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leaning assets” (p. 61). The application of the CoP framework moves beyond the overly-
simplistic idea of field experience as merely visiting a school for a methods course and 
acknowledges the depth, magnitude, and messiness of encounters at the boundary of a 
music teaching practice. 
As music education students engage at the boundary of a music teaching practice 
and imagine themselves as a music teacher, identification or dis-identification may result. 
Haston and Russell (2012) suggested that music education students might exhibit a 
“maladaptive response” to the music teacher role, which they defined as “behavior that 
interferes with acquisition of desired skills and knowledge” (p. 385). The possibility of a 
maladaptive response implies that music education students are personally at fault when 
they decide not to enter music teaching. Dis-identification with the teaching practice is a 
productive possibility from a boundary encounter perspective; however, this outcome is 
not suggested in the music education literature.  
Through this study, I venture to expand upon current field experience literature 
and inform music teacher preparation practices. Researchers in music teacher preparation 
have long focused on the benefits of field experiences (Austin et al., 2012; Ballantyne et 
al., 2012; Ferguson, 2003; Draves, 2014; Gavin, 2016; Groulx, 2016; Haston & Russell, 
2012; Isbell, 2008; McClellan, 2011; Schmidt, 2010; Wolfgang, 1990); however, field 
experiences—specifically early field experiences and observation without context—may 
be unproductive or counter-productive (Conway, Eros, Pellegrino, & West, 2010; 
Ferguson, 2003; Wolfgang, 1990). Such didactic findings align with Wenger-Trayner and 
Wenger-Trayner’s (2015) assertion that not all boundary activities are inherently 
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supportive. Because boundary encounters are meaning-making events, each student will 
use them differently. Thus, identifying productive encounters for negotiating and 
exploring a boundary becomes central to my study.  
As music teacher preparation faculty continue to search for strategies to support 
the transition for music education students to music teachers, identifying boundary 
objects and brokers that can coordinate actions between practices becomes paramount. 
Traditionally, the preservice teacher, university faculty member, and cooperating teacher 
have been the individuals considered in the music teacher preparation process. A growing 
number of studies have specifically focused on cooperating teachers and the important 
role that they play in the preservice teacher’s development (Abramo & Campbell, 2016; 
Draves, 2008); however, Wenger’s (1998) definition of brokers—individuals at the 
periphery of a community of practice—may not apply to cooperating teachers whose 
work is intended to represent practices more central to music teaching. Framing field 
experiences as a boundary encounter requires the inquiry to extend beyond the 
cooperating teacher to provide accounts of experiences with other individuals who may 
act as brokers, supporting learning across the music education student and music teacher 
boundary.  
Recognizing boundaries as learning assets, we must investigate the role boundary 
objects play in the learning process. Educational researchers have identified many 
examples of boundary objects, including portfolios (Cambridge, 2008; Jahreie & 
Ludvigsen, 2007), theoretical concepts (Christiansen & Rump, 2008; Van Eijck, Hsu, & 
Roth, 2009), teaching videos (Rossi & Fedeli, 2017), and case studies (Yoon et al., 2006); 
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however, Akkerman and Bakker (2011) emphasized that even explicitly designed 
boundary objects neither supplant the need for communication nor guarantee to bridge 
discontinuities between practices. Moreover, boundary objects may also involve conflict 
and possibly limit sharing across communities (Barrett & Oborn, 2010). Thus, through 
this study, I aimed to identify boundary objects that either confuse or support boundary 
crossing for music education students.  
In this study, I attempted to respond to Wenger-Trayner and Wenger-Trayner’s 
(2015) call for practice-based research to focus on boundary encounters and boundary 
crossing. By adopting and adapting their four questions, I aimed to address the areas of 
inquiry that Wenger-Trayner and Wenger-Trayner acknowledged are lacking in the CoP 
literature, and offer a new lens through which to view music teacher preparation. A CoP 
perspective places field experiences in the context of the larger landscape of practice, 
whereby acknowledging the multiplicity of actions and interactions. Further, this 
perspective challenges the notion of a smooth transition from student to teacher and 
embraces tensions and messiness as learning assets. Thus, the value of this study lies in 
the potential to challenge music teacher preparation faculty’s perspectives and 
assumptions, and inform their pedagogical approaches and practices as a means to 
support the transition from music education student to music teacher. 
In the following chapter, I outline the CoP framework and review how the theory 
has been applied in previous research. In Chapter 3, I explain the study design and 
methodology for my study. In Chapter 4, I provide a narrative vignette and short 
biography for each of the three participants, followed by the presentation of emergent 
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themes and findings. In Chapter 5, I reframe and discuss my findings using the CoP 
framework as an analytic lens. Finally, in Chapter 6, I present implications and further 
areas of inquiry for the CoP framework and music teacher preparation faculty.  
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CHAPTER II: REVIEW OF LITERATURE 
Communities of practice (CoPs), as a theoretical framework, guided my research, 
acted as a frame for this study, and provided a perspective through which to explore 
experiences at the boundary of the music teacher practice. In this chapter, I provide a 
brief history of the inception of situated learning and the subsequent development of the 
communities of practice framework. Next, I present the key concepts and processes of 
CoP and review the application of the CoP framework in business, nursing, education, 
and music education research. Lastly, I discuss the lack of relevant research that utilizes 
the CoP framework as an analytic tool, and illuminate a gap in research identifying 
boundary objects and brokers in music teacher preparation. 
Theoretical Roots of the Communities of Practice Framework 
The CoP framework, and Lave and Wenger’s (1991) social learning theory, 
situated learning, grew out of the field of situated cognition, which emerged in the 
1980’s as cognitive scientists began to investigate the social complexities of learning 
(Sawyer & Grenno, 2009). As a sociocultural perspective, situated cognition stands in 
contrast to cognitive learning theories, such as Piaget’s cognitive theory of development 
(Piaget & Inhelder, 1969/2008), which focus on the individual’s role in the acquisition of 
information ( Brown, Collins, & Duguid, 1989; Sawyer & Grenno, 2009; Wertsch, 1991). 
Such traditional cognitivist views present learning as the internalization of knowledge. 
Thus, from a cognitivist perspective, becoming a music teacher would occur through “the 
acquisition of procedural and conceptual knowledge” (Billett, 1996, p. 226). Conversely, 
sociocultural perspectives claim that learning is embedded within a context, and that any 
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description of learning must consider historical, cultural, and institutional influences 
(Wertsch, 1991); therefore, sociocultural perspectives identify all learning as situative. In 
contrast to the cognitivist perspective above, a sociocultural view emphasizes the social 
aspects of becoming a teacher, such as the need for engagement in “the discourse, norms, 
and practices of the particular community of practice” (Billett, 1996, p. 266). 
Analogous to a sociocultural perspective, situated learning implies that learning 
occurs within the broader historical, social, cultural, and institutional contexts and that 
knowing and learning is fundamentally situated (Vygotsky, 1978; Wenger, 1998; Wertsch, 
1991). Situated learning emphasizes “knowing as activity by specific people in specific 
circumstances” (Lave & Wenger, 1991, p. 52). More succinctly, sociocultural 
perspectives maintain that learning occurs through doing. Although the scope of this 
paper limits further discussion, other related situative perspectives include sociocultural 
psychology (Rogoff, 1990; Wertsch, 1991), distributed cognition (Hutchins, 1995) and 
activity theory (Engeström, Miettinen, & Punamäki, 1999). 
The situatedness of experiences and focus on learning by doing, resonates with 
prior discourse within the field of education. Notably, Dewey (1938) described his 
critique of both traditional and progressive approaches to education and established a 
belief in the importance of sound educational experiences. Dewey embraced the social 
nature of learning and acknowledged that “genuine education” comes through 
experiences and the interactions between the individual, objects, and other people (p. 13). 
Lave and Wenger’s (1991) focus on the sociocultural nature of learning aligns with 
Dewey’s claim that both the person and the environment are changed through activity. 
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Dewey (1938) asserted that development “takes place through the intermediary of the 
environment” (p. 27). Lave and Wenger (1991) built upon this notion, and stated that 
learning occurs through “increasing participation in communities of practice” (p. 49). 
Rather than merely focusing on the individual as a cognitive entity, a sociocultural 
approach recognizes the “person-in-the-world, as a member of a sociocultural 
community” (Lave & Wenger, 1991, p. 52). 
Situated learning grew out of Lave and Wenger’s (1991) interest in forms of 
apprenticeship and an endeavor to reconsider the inherent “situatedness” of social 
practices (p. 31). As a precursory theory, cognitive apprenticeship emphasized learning 
through authentic activity. Brown, Collins, and Duguid (1988) proposed cognitive 
apprenticeship as an instructional approach that combats the complexities and pitfalls 
posed by traditional school learning. In their critique, Brown et al. (1988) suggested that 
knowledge “is inextricably situated in the physical and social context of its acquisition 
and use. It cannot be extracted from these without being irretrievably transformed” (p. 1). 
Brown et al. presented knowledge as a constantly evolving product of enculturation 
through authentic activity, and suggested that school learning, sealed within school 
culture, becomes transmuted due to the lack of authentic context and culture. As an 
alternative to schooling, cognitive apprenticeship—involving teachers and/or coaches 
enabling students by modeling, coaching, then fading as students grow in skill—features 
scaffolded opportunities for individuals to participate in the practices of a culture, 
learning within a continual process of enculturation (Brown et al., 1989).  
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Founded in the apprenticeship model, Lave and Wenger (1991) also 
acknowledged loose connections between situated learning and Vygotsky’s theory of 
zones of proximal development (ZPD). Vygotsky, through his research on the 
development of children, presented ZPD as “the distance between the actual 
developmental level as determined by independent problem solving and the level of 
potential development as determined through problem solving under adult guidance or in 
collaboration with more capable peers” (Vygotsky, 1978, p. 86). Lave and Wenger 
identified a variety of interpretations for ZPD, but embraced and expanded upon 
Engeström’s societal interpretation. Engeström (1987) interpreted ZPD as “the distance 
between the present everyday actions of the individuals and the historically new form of 
the societal activity…embedded in the everyday actions” (p. 174). Engeström’s 
interpretation expanded the view of ZPD to include “interactions with cultural tools of 
the domain, as well as guided interaction with a more expert other” (Barrett, 2005, p. 
266). 
Communities of Practice Framework 
Hitherto, I have focused this review of literature on the foundations and theories 
that influenced Lave and Wenger’s (1991) situated learning theory, a social learning 
process that entails participation, negotiation, and identity formation within communities 
of practice. Lave and Wenger defined a community of practice (CoP) as “a set of relations 
among persons, activity, and world, over time” (p. 98). Wenger (1998) later refined and 
expanded the CoP model as a means to discuss, describe, and analyze learning within 
inherent social contexts, and illuminated how newcomers learn and become old-timers 
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within a CoP through legitimate peripheral participation (LPP).2 Wenger advised, “the 
term community of practice should be viewed as a unit,” whereby “practice is the source 
of coherence of a community” (p. 72); therefore, the CoP framework subsumes the 
situated nature of learning and the complexities of becoming a member of a CoP. 
Social Practice 
The term practice has been defined and utilized by many theorists (Bourdieu, 
1977; De Certeau, 1984; Fish, 1989). Wenger (1998) described practice, a fundamental 
and defining feature of a CoP, as “doing in a historical and social context that gives 
structure and meaning to what we do” (p. 47). Further, practice is “socially defined ways 
of doing things in a specific domain: a set of common approaches and shared standards 
that create a basis for action, communication, problem solving, performance and 
accountability” (Wenger et al., 2002, p. 38). Practice includes markers that can be explicit 
(language, documents, symbols, roles, procedures, and tools), or implicit (subtle cues, 
perceptions, and underlying assumptions). Although all of the practices may not be 
articulated, they define membership within a CoP and are critical to the enterprises of the 
CoP (Wenger, 1998). 
Wenger (1998) identified three dimensions of practice that build and bind a 
community: mutual engagement, joint enterprise, and shared repertoire. The activation 
of these dimensions illuminates the requirements for membership in a CoP: mutuality of 
                                               
2 Lave and Wenger (1991) presented legitimate peripheral participation (LPP) as the process by 
which a newcomer—novice or outsider—begins at the outer boundaries of a practice (the 
periphery) and through meaningful and legitimate interactions, activities, and experiences, moves 
towards the center of the practice. 
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engagement, accountability to the enterprise, and negotiability of the repertoire (Wenger, 
1998). Thus, membership requires being included in what matters and being mutually 
engaged in shared practices—behaviors that, taken together, serve to define the 
community. Through engagement, accountability to the community develops. 
Engagement involves the negotiation of practices and competencies, which are reified 
through the collective pursuit of an enterprise; therefore, membership in a CoP requires 
full and meaningful access to the activities and practices of the community. 
Membership in a CoP 
Lave and Wenger (1991) described full membership in a community of practice as 
beginning at the outer boundaries of a practice—periphery—and, through meaningful and 
legitimate interactions, activities, and experiences, moving towards the center of the 
practice. Extended periods of meaningful engagement in the CoP allows opportunity for 
an individual to negotiate and gain competence in the social practices, traditions, and 
repertoire of the community. Sustained mutual engagement in a joint enterprise embodies 
the community’s practices, creates a shared history of the group, and aids in the 
development of identity and membership. Consequently, as newcomers engage in the 
practices of the community, they develop a stake in the development of its future. This 
collective learning over time produces a CoP. Thus, CoPs themselves are not static, but 
instead evolve through negotiations of meaning and competencies through the 
reproduction of the community and its practices (Lave & Wenger, 1991). 
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Landscape of Practice 
Lave & Wenger (1991) acknowledged the interplay between the construction of 
identity and learning through participation in a CoP, and declared “learning and a sense of 
identity are inseparable” (p. 115). In refining Lave and Wenger’s (1991) social learning 
theory, Wenger (1998) identified “learning as social participation,” whereby meaning, 
practice, community, and identity are the components that characterize this social 
participation (p. 4). To expand upon this notion, Wenger (1998) presented four basic 
assumptions of knowledge and learning: (a) humans are social beings, (b) knowledge is a 
matter of competence, (c) knowing is a matter of participation, and (d) meaning is 
ultimately produced by learning. Thus, participation in a CoP encompasses the “process 
of being active participants in the practices of social communities and constructing 
identities in relation to these communities” (Wenger, 1998, p. 4). 
In recent years, the CoP framework has continued to expand and evolve to reflect 
the complexity of an individual’s learning through a landscape of practice. Wenger-
Trayner and Wenger-Trayner (2015) described a landscape of practice as a “complex 
system of communities of practice and the boundaries between them” (p. 13). Further, 
they presented competence and knowledgeability to account for an individual’s varied 
depth of relationships with multiple practices. Competence involves the negotiation of 
knowledge within a single CoP. An individual’s competence in a CoP is defined and 
negotiated by the members of that community. Knowledgeability, on the other hand, 
“manifests in a person’s relations to a multiplicity of practices across the landscape” (p. 
13). Wenger-Trayner and Wenger-Trayner insisted that practitioners are expected to be 
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both competent in their practice and knowledgeable of relevant practices.  
Wenger-Trayner and Wenger-Trayner (2015) stated, “if a body of knowledge is a 
landscape of practice, then our personal experience of learning can be thought of as a 
journey through this landscape” (p. 19). Thus, to understand an individual’s position 
within a landscape of practice, Wenger-Trayner and Wenger-Trayner (2015) presented 
three modes of identification: 3 engagement, imagination, and alignment. Although 
engagement requires “active involvement in the mutual processes of negotiation of 
meaning” (Wenger, 1998, p. 173), an individual’s time is naturally limited. As people 
prioritize involvements, they effectively bind their engagements; therefore, choosing to 
be engaged in an activity or community becomes a choice of identity or belonging. 
Imagination allows a person to extrapolate their position within the world, see the past 
and the future, and to envision possibilities. Moreover, imagination allows an individual 
to construct an image and an understanding of oneself within the landscape. Alignment 
involves coordination of actions, needs, purpose, energy and activities in relation to the 
broader structures and enterprises. It is these three modes, and their relation to each other, 
that lead to identification or dis-identification with a CoP, and aid in locating oneself 
within the landscape. Although each of these elements play integral roles in the process 
of becoming a member of a CoP, in this study I focused on opportunities for engagement 
as observable indications of participant interactions with the music teaching CoP. 
                                               
3 Formerly called modes of belonging in Wenger (1998) 
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Boundaries and Peripheries 
On a journey through the landscape of practices, an individual encounters and 
negotiates intersections and boundaries between communities. Wenger (1998) defined 
boundaries as the edges of a CoP that draw a distinction “between inside and outside, 
membership or non-membership, inclusion and exclusion” (p. 120). Wenger (1998) 
cautioned that although the term boundary may be seen for its negative and limiting 
connotations, the boundaries of a community are also assets for innovation, learning, and 
creativity. Boundaries fundamentally establish the very existence of a community. 
Although unmarked, boundaries are unmistakable localities where both learning and 
misunderstanding can occur. Here, at the boundary, jargon, references, and practices, 
known only by members of the community, remind an individual of their outsiderness. 
Thus, the boundaries of the community can be uncomfortable and daunting (Wenger, 
1998). 
Some communities have created a periphery, or region, that is “neither fully 
inside nor fully outside, and surrounds the practice with a degree of permeability” 
(Wenger, 1998, p. 117). Examples of peripheries include apprenticeships, help desks, and 
open houses, and refer to overlaps, connections, possibilities for participation, and 
opportunities for outsiders to see into the practice, without the need for membership. 
Thus, by providing a glimpse of a practice, peripheries have the potential to support the 
development of knowledgeability, or even competence (Wenger-Trayner & Wenger-




Wenger (1998) described the concept of trajectories as an individual’s path and 
development of identities in relation to CoPs. Because trajectories influence an 
individual’s identity in relation to the fluid practices of communities, it is prudent to note 
the variable, un-fixed nature of these paths. Paths may lead inward (inbound trajectories), 
outward (outbound trajectories), or within (insider trajectories) a CoP, but may also 
remain at the edges (peripheral trajectories), or even between (boundary trajectories) 
communities (Wenger, 1998). In later writings, Fenton-O’Creevy, Brigham et al. (2015) 
added the concepts of tourists and sojourners to the CoP vernacular to reiterate the 
plurality of trajectories within a landscape. Tourists account for an individual’s ability to 
visit a CoP at a periphery, with no intention of fully entering the practice. Similarly, 
sojourners do not intend to remain in a CoP; however, unlike tourists, sojourners engage 
in full participation with the community (see Figure 1). This understanding of trajectories 
allows one to recognize a multiplicity of outcomes from field experiences and challenges 
the assumption that the productivity of field experiences hinges on becoming a member 




Figure 1. Various trajectories within the music teaching landscape. 
Boundary Objects 
Star (2010) described boundary objects4 as objects that “allow different groups to 
work together without consensus” (p. 602). Within a CoP, boundary objects, such as 
processes, discourses, and artifacts, provide a “nexus for perspectives” and enable 
coordination and collaboration between practices (Wenger, 1998, p. 107). Wenger-
Trayner (2013) acknowledged that artifacts parallel what earlier sociocultural theorists 
described as tools—objects that possess the potential to mediate action (Engeström, 1987; 
Vygotsky, 1978; Wertsch, 1991). Mediational tools, like boundary objects, are only 
meaningful through their intended use, and within a context (Hung & Der-Thanq, 2001; 
                                               
4 Star (1989) coined the term boundary objects. 
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Vygotsky, 1978); therefore, they are inherently socio-culturally situated (Vygotsky, 1978; 
Wenger, 1998). Boundary objects hold the potential to bridge communities of practice 
and offer new connections that allow newcomers to interact with and even navigate into a 
CoP. Not all objects are inherently boundary objects, however. Rather, when perspectives 
require coordination, they “carry the potential of becoming boundary objects” (Wenger, 
1998, p. 107). Such a definition highlights the value of identifying boundary objects for 
their ability to provide a common structure to support engagement between music 
education student and music teacher practices.  
Brokers 
Wenger (1998) described brokers as individuals who introduce and transfer 
elements from one practice to another. Brokers do not seek to move to the center of a 
practice, but rather, they remain at the boundaries to create connections. Wenger (1998) 
noted the complexity of this position and the need for brokers to balance membership and 
non-membership between communities as a means to avoid being pulled into full 
membership, while at the same time avoiding being rejected as an outsider. Akkerman 
and Bakker (2011) acknowledged the challenges of brokering, but emphasized the 
position as rich and valuable. Thus, this study aims to identify individuals at the boundary 
of the music education student and music teacher practices who translate, coordinate, and 
align meanings (Kubiak et al., 2015).  
Critiques of the CoP Framework 
Writers have critiqued Wenger’s social learning theory citing several areas of 
concern, including (a) a perceived overemphasis on power and negotiations in situated 
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learning (Rømer, 2002), (b) the lack of detailed discussion of power dynamics and 
acceptance (Davies, 2005), and (c) the oversimplification of CoPs as a means to 
“encapsulate ‘knowing in action’” by failing to recognize the diverse nature of 
communities and knowing in action (Amin & Roberts, 2008, p. 353). Further, Cox (2005) 
critiqued ambiguous explanations of the terms community and practice, which have 
allowed for the liberal application of the theory, lacking precise uses of the framework. 
Wenger-Trayner (2013) responded to these and other critiques, arguing that no one theory 
can “tell the full story” (p. 115). Further, Wenger-Trayner, as a social theorist, aimed to 
“organise a perspective on the world rather than generate statements that can be true or 
false” (p. 105). Although the CoP framework is not without criticism, I believe that the 
theory allows me to compellingly align and organize the perspectives of this study. 
Application of the CoP Framework Across Fields of Research 
Lave and Wenger (1991) began their research and formation of situated learning 
as a means to analyze the notion of apprenticeship, which they argued was broadly 
applied, yet poorly defined. As such, their study began with an ethnographic examination 
of global apprenticeship models as a means to better understand social learning. Much of 
the research utilizing situated learning and the CoP framework has been conducted in 
business and economic structures. In more recent years, healthcare has become an 
emergent field of inquiry (Li et al., 2009). Within the fields of teacher education and 
music teacher preparation, CoPs has received a modest amount of focus. 
CoP in the Business Sector 
Since its inception in the 1980s, situated learning and the CoP framework have 
 27 
 
maintained an active presence in business and organizational management research. The 
Xerox Research Center and Institute for Research on Learning provided a nexus for 
social learning theorists to study learning through grant-funded research opportunities. 
This funding enabled Lave and Wenger to research and develop their social learning 
theory (Lave & Wenger, 1991; Wenger, 1998).  
The cultivation of CoPs within the workplace has been framed as a commodity, 
and a means to enhance, facilitate, and manage innovation (Cox, 2005; Swan, 
Scarbrough, & Robertson, 2002; Wenger et al., 2002), and increase productivity and 
performance to gain competitive advantages (Liedtka, 1999; Yamklin & Igel, 2012). 
Further, CoPs have been credited in the business sector for promoting professional 
development and improving business outcomes (Jiménez-Zarco, González-González, 
Saigí-Rubió, & Torrent-Sellens, 2015). Researchers in the field of management continue 
to utilize the CoP framework to investigate, research, and develop systems, technology, 
and innovations (Hernáez, 2011). CoPs within business organizations continue to be an 
active area of inquiry, as seen in the breadth and diversity of studies found in the 
Handbook of Research on Communities of Practice for Organizational Management and 
Networking (Hernáez, 2011).  
CoP in Nurse Education 
Within the healthcare sector, researchers have utilized the CoP framework to 
investigate the learning of clinical skills and competencies, and the process of joining the 
profession (Cope, Cuthbertson, & Stoddart, 2000; DiFrancesco, 2011; Jiménez-Zarco et 
al., 2015). Cope et al. (2000) found that the process by which nursing students gained 
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technical and social knowledge of the profession aligned with the CoP framework. 
Further, they highlighted the value of being recognized by qualified nurses. Davies and 
Sandiford (2013) identified how providing health service interns access to authentic, 
meaningful activities within an apprenticeship framework allowed for legitimization. 
Consistent with CoPs, Davies and Sandiford identified legitimization as a gradual process 
that occurs over an extended period. Further, Andrew, Tolson, and Ferguson (2008) 
posited that nursing CoPs could provide a sense of identity, foster learning and 
scholarship, align theory and practice, and challenge outdated practices. Andrew et al. 
suggested that a CoP provided more than just a network where knowledge is 
disseminated, but allowed for the development of common professional values and the 
creation of meaning and identity.  
CoP in Teacher Education 
Although CoPs are not pedagogical devices, they can be “recognized, supported, 
encouraged, and nurtured” (Wenger, 1998, p. 229). Scholars in the field of education have 
utilized CoP as a means to analyze preservice field experiences and program design 
(Jimenez-Silva & Olson, 2012; Sutherland, Scanlon, & Sperring, 2005), induction of 
beginning teachers (Cuddapah & Clayton, 2011), and professional development programs 
(Huang, Lubin, & Ge, 2011). The expansion of online modes of education has also 
prompted the use of the CoP framework by instructional designers looking to build 
community virtually (Bond & Lockee, 2014; Hung & Der-Thanq, 2001). Further, 
analysis of the formation of online CoPs has emerged as an active area of inquiry within 
music education (Poor, 2011; Waldron, 2009), music teacher preparation (Fitzpatrick, 
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2014) and beyond (Jiménez-Zarco et al., 2015).  
Sutherland et al. (2005) implemented a school-university partnership for 
preservice teachers involving three initiatives designed to provide activities for 
participants to engage in legitimate peripheral participation. Participants reported that 
engagement in the initiatives provided multiple benefits: (a) linking of study and practice 
through hands-on experience, (b) illumination of skills needing further development, (c) 
developing an appreciation for the challenges of curricular programming, (d) affirming 
the decision to become a teacher. Participants involved in the third initiative, occurring 
after their undergraduate program, expressed the benefits of the hands-on experience, but 
suggested that it would have proved more beneficial prior to student teaching. 
Utilizing situated learning principles, Huang et al. (2011) developed the Learning 
Environments Approaching Professional Situation (LEAPS) model within a technology 
course for preservice teachers. Participants, divided between LEAPS and traditional 
learning environment, were assigned to identical projects. Huang et al. reported that the 
participants in the LEAPS group, in contrast to the traditional group, exhibited greater 
independence, a more holistic view and understanding of the projects, more effort and 
engagement, and more detailed, coherent, and “situated thoughtfulness” in regard to their 
projects (p. 1205). However, the LEAPS group demonstrated less competence in skills 
than the traditional group. Huang et al. (2011) concluded that although participants in the 
LEAPS group did not learn the course material as well as the traditional group, the 
LEAPS model provided authentic, situative experiences, which led to increased critical 
and reflective thinking, and problem-solving skills.  
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Cuddapah and Clayton (2011) analyzed the experiences of a new teacher cohort in 
a beginning teacher program. The researchers coded observational data using the 
components of the CoP framework—community, practice, meaning, and identity—and 
posited that, although the creation of a CoP was not the aim of the study, the cohort 
became a CoP. The emergent CoP provided affirmation, shared experience, and peer-
mentoring as participants “made sense of their experiences” (p. 71). Similarly, Jimenez-
Silva and Olson (2012) employed the CoP construct to implement a Teacher-Learner 
Community (TLC) of preservice teachers and determined that participation in the TLC 
contributed to a sense of belonging, understanding and identity as teachers. 
CoP in Music Education 
Communities of Practice research in music education is a limited, yet growing, 
field. Researchers in the field of music education have used the CoP framework to 
examine CoPs amongst music education faculty within the university setting (Zaffini, 
2016), the development of a community of musical practice (Kenny, 2014), the creation 
of a mentorship program based on Lave and Wenger’s (1991) apprenticeship model 
(Blair, 2008), and as a lens for viewing student teachers’ identity formation (Ilari, 2010). 
These areas of inquiry provide a diverse base for building and expanding the application 
of the CoP framework in music education.  
Utilizing the CoP framework as a theoretical lens for self-study, Zaffini (2016) 
evaluated the negotiation of joint enterprise amongst music teacher education faculty 
members and the shaping of a contingent faculty identity in music education. By further 
understanding the history and joint enterprise of the CoP and expanding engagement with 
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the full-time faculty, the researcher’s scope of practice and responsibilities increased. 
Zaffini continued to struggle (along with the other contingent faculty) to negotiate 
multimembership,5 stating, “I learned that it is common for contingent faculty to feel as I 
did: autonomous and competent in my teaching practices, yet detached from the 
department” (p. vii). Zaffini identified a benefit of multimembership: the ability to bring 
relevant aspects of one CoP into another. Multimembership was a detriment, however, 
when marginalization in one CoP affected knowledge in another. Through this self-study, 
the researcher began to recognize the multimembership of students and adjusted teaching 
approaches to be more holistic and inclusive in scope and form to become more relevant 
to the varied trajectories of the students. Zaffini aimed to gain insights for similar 
communities to gauge their practices and concluded that full-time faculty and university 
policy play a significant role in creating a welcoming and inclusive environment for 
contingent faculty members and their sense of belonging within the CoP. 
Kenny (2014) utilized the CoP framework as a theoretical lens to analyze how a 
community of musical practice developed. Community of musical practice, defined as the 
intersection of CoPs and musical practices, focuses on music-making practices as 
opposed to musical output (Barrett, 2005; Blacking, Byron, & Nettl, 1995). Kenny 
explored an after-school partnership initiative between a college, primary school, and 
resource agency in Limerick, Ireland. The project involved performing, listening, and 
composing by students (9–13 years of age) with the support of senior “student teachers” 
                                               
5 Wenger (1998) presented the term multimembership to account for an individual’s relationship 
with multiple CoPs. 
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from a local college. The researcher analyzed the program through the three criteria of a 
CoP—mutual engagement, joint enterprise, and shared repertoire—and found that a 
community of musical practice did form through involvement in the after-school 
partnership initiative. Kenny suggested that CoP, as a framework, provided an effective 
focus for data and supported an informed understanding of the interactions, membership, 
roles, and learning within the community. 
Based upon Lave and Wenger’s (1991) apprenticeship model, Blair (2008) created 
a mentorship program in the United States for beginning elementary general music 
teachers. Participants expressed growing confidence through participation in the 
mentorship group and through purpose-driven observational experiences. Moreover, 
participants formed a strong bond with one another through shared struggles, which aided 
the development of a CoP and helped form their identities as teachers. Blair petitioned the 
teaching community to foster a sense of identity and belonging in a CoP and bring new 
teachers alongside, rather than into, the profession. 
Through the analysis of narratives, Ilari (2010) observed the emergence of a CoP 
among student-teachers in a Brazilian university music outreach program. Narratives 
revealed themes such as negotiation of meaning, sense of community, shared enterprise, 
and emerging identities. The researcher suggested that hands-on and practical experiences 
provided a catalyst for teacher identity construction. Consistent with Wenger (1998), 
some participants moved towards the center while others remained at the periphery. 
Moreover, Iliari declared, “nothing was more difficult than dealing with issues of 
leadership, power and membership within the community” (p. 52).  
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CoP and Field Experiences in Music Education 
Field experiences may hold the potential to allow undergraduate music education 
majors to test new concepts and are “useful only if organized in a way that allows 
students to learn something specific from the context” (Conway, 2002 p. 29). Although 
field experiences may lead to membership, this transition is not guaranteed. Field 
experiences—specifically early field experiences and observation without context—may 
be unproductive or counter-productive (Conway et al., 2010; Ferguson, 2003; Wolfgang, 
1990). These experiences may offer access to the periphery of the music teaching CoP but 
do not guarantee a trajectory towards the practice. Thus, the identification of productive 
field experiences and models that support interaction with the music teaching community 
of practice becomes necessary. Most directly related to my area of inquiry, Conkling 
(2004, 2007) and McClellan (2011) applied the CoP framework to field experiences 
through professional development partnerships (PDP) in music teacher preparation.  
McClellan (2011) examined several field experience models and their attributes, 
and suggested that the characteristics of desirable field experiences include (a) 
meaningful learning experiences that combine content and pedagogy, (b) adequate time 
for reflection, and (c) quality, real teaching experiences that allow for autonomy and a 
sense of community. The researcher concluded that a Professional Development 
Partnership (PDP) model, which is predicated on field-based experiences in local schools, 
provided “the best framework” for orienting undergraduate music education majors to a 
career in music education (p. 43). McClellan cited the importance of placing music 
education majors into their future occupational environments as a technique to put 
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theories into practice and to build student identities through self-reflection within an 
authentic teaching context. 
The PDP model provides music education students with access to various 
teaching sites, with several experienced cooperating teachers, in collaboration with a 
university professor. Conkling (2007) presented an analysis of preservice field 
experiences at a PDP site and highlighted how student commentaries underscored 
situated learning themes: (a) access to exemplars of music-teaching practice, (b) 
engagement in productive music-teaching activity, and (c) collaborative reflection. To 
expand, Conkling noted that at PDP sites, preservice teachers were able to identify 
aspects of the cooperating teacher’s practices that they wished to incorporate into their 
own practice. Participants were given opportunities to take on increasingly broader 
responsibilities as they engaged in productive music-teaching activities. This increase in 
responsibilities “develop[ed] a greater sense of belonging to the community of practice” 
(Conkling, 2007, p. 47). Finally, through cohort discussions, journal reflections, and 
meetings with the cooperating teachers and university professors, participants were able 
to reflect collaboratively on their teaching experiences and critically examine their 
teaching beliefs and practices prior to entering the teaching profession. Conkling 
explained that learning to teach “is not limited to replicating the practices of a more 
experienced teacher,” (p. 48). Rather, learning is a process of incorporating, adapting and 
transforming, which is often lost in “a culture where curricula are standardized and 
demands for predictability are high” (Conkling, 2007, p. 48). Thus, in line with the 
tenants of situated learning, Conkling highlighted how the PDP model provides 
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opportunity for preservice music teachers to form and transform their own teaching 
practices rather than replication of learned practices.  
Summary of Research 
Whereas these studies underscore the importance of learning in situ through field 
experience opportunities, few studies have analyzed fieldwork through the lens of 
Communities of Practice. As this review of literature shows, much of the research in both 
music education and music teacher education has revolved around the creation and 
existence of a CoP (Countryman, 2009; Huang et al., 2011; Ilari, 2010; Jimenez-Silva & 
Olson, 2012; Kenny, 2014). Alternately, much of the existing literature on field 
experiences fails to situate preservice educators in the classroom to engage in authentic, 
meaningful activities. Huang et al. (2011) stated that the LEAPS program gave preservice 
teachers exposure to “authentic activities and tasks they will encounter in the future,” and 
enabled students to “develop knowledge and products in the context of realistic 
situations” (p. 1210); however, the participants modeled these real-life situations within a 
university setting and not within an actual classroom. Similarly, Jimenez-Silva and Olson 
(2012) aimed to model “powerful teaching and learning practices” that future teachers 
could employ, yet they too did not place participants in the classroom setting (p. 336). 
Although the existence and cultivation of a CoP has merit within the educational realm, 
my study leverages the analytical power of the CoP framework to illuminate student 
learning and trajectories between the CoPs of music education students and the music 
teaching profession by examining their placement in the teaching profession through 
early field experiences. 
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Additionally, although some music education research mentions boundary objects, 
no studies specifically examine how boundary objects help identify and coordinate music 
student practices with music teacher practices. In fact, research literature on music 
teacher preparation appears to avoid the notion that music student practices and music 
teaching practices might be divergent practices that require coordination. Further, 
researchers in music teacher preparation do not appear to acknowledge the role of 
university faculty, or other individuals, as brokers. 
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CHAPTER III: METHODOLOGY 
In this chapter, I will discuss how I designed and conducted a study that aims to 
leverage the analytic potential of the CoP framework. I begin with a review of case study 
methodology. Next, I present the selection of the case, participants, and site. I then detail 
the data collection and data analysis procedures. I conclude with a discussion of my 
touchstones of trustworthiness: validity, reliability, transferability, and concerns of ethics. 
Qualitative Methods 
I conducted a descriptive collective case study of three undergraduate students 
enrolled in a secondary music methods course to provide better theorizing about, and 
understanding of, the transition from music education student to music teacher (Stake, 
1994). Qualitative case study designs are well-suited to provide greater understanding of 
complex, embedded situations where interactions cannot be separated from the context 
(Merriam, 1998; Stake, 1995). Although the “elasticity of qualitative methodologies” 
(Trainor & Graue, 2013, p. 6) provides a variety of approaches for researching 
phenomenon, case study research speaks directly to the development of an intensive and 
holistic description of a case or cases (Merriam, 1998). 
Stake (1995) acknowledged a variety of case study designs, but offered three 
basic categories: intrinsic, instrumental, and collective. Intrinsic case studies stress the 
value of a specific case. Alternately, instrumental case studies emphasize an issue or 
focus on the refinement of theories. Collective case studies do not study the collective but 
instead involve “instrumental study extended to several cases” (Stake, 1994, p. 237). 
Relevant to this study, Stake (1994) stated that studying several cases “will lead to better 
 38 
 
understanding, perhaps better theorizing, about a still larger collection of cases” (p. 237). 
Further, as a central element of this study, I aimed to provide descriptive reports of each 
case. Given the situative nature and the complexities of each participant’s placement, I 
employed qualitative methodology, utilizing a descriptive collective case study design in 
order to produce a thick and detailed description of the phenomenon (Merriam, 2009; 
Stake, 1995). 
Case Selection 
Stake (1994) suggested that the selection of cases commonly involves two factors: 
(a) access to the case, as a means of spending time observing and learning in context; and 
(b) the perceived ability to glean the most information. The central characteristic of my 
case selection focused on the potential for undergraduate music education majors to 
access authentic experiences—the practices of the music teacher CoP. Although the 
selection of my own music methods course falls within criteria for convenience sampling, 
I selected this case purposefully (Merriam, 2009).  
Merriam (2009) defined a case study as “an in-depth description and analysis of a 
bounded system” and identified binding, or delimiting, the case as the “single most 
defining characteristic of case study research” (p. 40). In essence, binding identifies what 
is and is not being studied. The bounded system, or case, in this study, was undergraduate 
students participating in the secondary music methods course. Merriam (2009) stated that 
“the unit of analysis, not the topic of investigation, characterizes the case study” (p. 41). 
Thus, the unit of analysis for this study was the encounters music education majors 
experienced at the boundary of the music teaching practice. I did not design this study to 
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evaluate the methods course and its effectiveness, or assess the cooperating teachers’ 
approaches. Instead, field experiences were approached as a context-specific learning 
phenomenon. 
Setting and Participants 
Participants were selected from my secondary music methods course.6 This music 
education course met twice a week for 75 minutes over a 15-week period. The class 
consisted of eight music education students in their junior or senior years. The course 
syllabus stated that the primary objective was exposing students to the intricacies of 
teaching instrumental music at the secondary level. Course topics included state and 
national music standards, lesson planning, music education philosophies, program design, 
and assessment. In addition to assigned readings and classroom discussions, I required 
students to participate in three types of field experiences. 
First, students completed semi-guided observations at various local secondary 
schools. As part of these general observations, I required students to spend a minimum of 
six hours observing a variety of teaching scenarios (e.g., beginning band, orchestra, 
guitar) at both middle and high schools. As part of each visit, students completed a semi-
guided reflection form and a free-response journal entry.  
At the midpoint of the semester, the class attended a local professional arts 
conference with the goal of connecting students to the current climate and interests of 
local music teachers. While at the conference, the students attended both plenary and 
                                               
6 This study occurs within a state where the primary path to licensure occurs through a 5th-year 




breakout sessions. Additionally, they attended a lunch session, exclusively for college 
students. Following the conference, students completed a reflection paper, which was 
followed by a class discussion in which they shared thoughts on both individual sessions 
and the overall experience.  
Finally, each student participated in a 6-week practicum placement at a secondary 
school within the local school district. I assigned each student to a coordinating teacher 
with the task to engage in three “heightened activities,” such as running a sectional or 
conducting a warm-up. They were required to complete a minimum of six visits, 
accounting for at least 10 hours of visitation. I tasked students to coordinate visits and 
activities directly with their cooperating teacher. Through the practicum, I aimed to 
provide more authentic and meaningful field experiences.  
Recruitment 
Recruitment for the study began after IRB approval was secured from both 
Boston University and my institution. I started recruitment efforts with an email to all 
eight students in the class during the first week of the semester. I instructed interested 
students to contact me for additional information. After a second call for interest, I 
conducted in-person meetings with the four interested students. During individual 
meetings, I reviewed the study procedures described in the participant consent script 
(Appendix A). I explained that interviews would be audio-recorded and transcribed for 
data analysis, but would be kept confidential. Moreover, I wanted participants to 
understand that their participation was by no means related to the successful completion 
of the associated course or any other aspect of their tenure at the school. I reiterated that 
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they could withdraw from the study at any time without consequence. After participants 
signed the consent script, I scheduled times for initial interviews. 
Participants 
Although four students expressed interest in participating in the study, one 
participant was unable to complete the course assignments. Thus, this study includes the 
analysis of three student experiences. For the purpose of confidentiality, I will identify 
the participants and cooperating teachers using pseudonyms: Tim and his cooperating 
teacher Mr. E, Kelly and her cooperating teacher Ms. U, and Ashley and her cooperating 
teacher Mr. A. At the time of the study, each participant was in good academic standing 
with the music department and registered as a music education major.  
Kelly was a junior enrolled in both choral and string ensembles. She had taken 
multiple methods courses and was in her third year as an instructor in the university-
sponsored string laboratory program. Kelly’s practicum placement was with Ms. U, a 12-
year band and orchestra teacher at an urban K–8 school. 
Tim recently changed his major from writing to music education. Although a 
junior, he had only taken one method course—String Methods. Tim served in the choir as 
a bass section leader. Tim’s practicum placement was with Mr. E, a 21-year music teacher 
at a local middle school. Mr. E primarily taught band and orchestra.  
Ashley was a senior enrolled in both band and choir. She was a student leader in 
both ensembles and also co-directed the female vocal jazz ensemble. Ashley’s practicum 
placement was with Mr. A, a 13-year teacher at a local urban high school who taught 




For this study, I chose to maintain a dual role as the primary investigator and 
instructor of the selected music methods course. At the time of this study, I was beginning 
my eighth year as associate professor of bands and music education. I had previously 
taught two of the participants in music method courses. Due to the relatively small size of 
the music department, I had cordial relationships with each participant. Although I 
believed that this familiarity would enhance the level of data collection and analysis, I 
accepted the heightened need for reflexivity. Moreover, I acknowledged my role as a 
broker, but intentionally limited my interactions to avoid influencing student activities 
and with the desire to identify other potential brokers. Finally, I had previously taught 
music in the school district surrounding the university; however, I had not been employed 
or directly involved with any of the placement sites or cooperating teachers in recent 
years. 
Data Collection 
For this study, the collection of data supported the development of a 
comprehensive interpretation of undergraduate field experiences as boundary encounters. 
I acknowledge the complexity of the teaching context and the inherent cultural, historical, 
and institutional aspects (Wertsch, 1991); therefore, I utilized multiple data collection 
methods, including participant journals, observations, and semi-structured and informal 
interviews to provide a comprehensive analysis of participant experiences. Although 
these data collection methods were not utilized equally, they offered a holistic means to 
describe and analyze each case (Merriam, 1998). Throughout the data collection and 
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analysis process, I maintained a research journal to note reflexive thoughts, questions, 
and insights. After observations, I reviewed hand-written notes and transcribed 
information into my digital research journal. Following interviews, I listened to the audio 
recordings and cataloged intriguing quotes, themes, and potential follow-up questions.  
Journals and Course Assignments 
Over the duration of the course—August 2018 through December 2018—I 
collected journals and course assignments from participants. As part of the course, 
students maintained an electronic journal and submitted reflections for each field 
experience. Student journals served as a primary source of data by providing on-going, 
first-person insights into participants’ experiences. The class-assigned journal prompt 
contributed to a focused, consistent flow of data, especially for general observations and 
practicum activities (Appendix B). Journal entries allowed me to identify opportunities 
for participation, potential brokers, and tensions that the students encountered. In order to 
allow students an opportunity to respond viscerally, they had the option to submit audio 
journals in place of written journals. 
Students completed a written reflection following the arts conference experience. 
These reflections included the sessions attended, and personal reflections on the overall 
experience. A written practicum reflection questionnaire (Appendix C) served as a 
particularly important data point as it provided baseline information and enabled more 
focused interviews. In contrast to student journals, course assignments provided more 
synthesized reflections that supported a stronger depth of data. Finally, to ensure 
confidentiality, course assignments were stripped of identifying information and 
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maintained on my password-protected computer. 
Observations 
Observations occurred at both the arts conference and practicum sites and allowed 
me to note participants’ behaviors, interactions, and non-verbal communications first-
hand. As a conference attendee, I was able to observe participants throughout the day. 
During general sessions, I watched how students interacted with music educators and 
fellow music education students. During breakout sessions, I divided my time between 
participants and noted sessions that participants attended and my perceptions of their 
levels of engagement.  
Over the course of the practicum, I observed each participant at least once. Each 
observation lasted approximately 90 minutes. Before visiting, I reached out to the 
cooperating teachers who, in turn, notified the site offices and confirmed my ability to 
observe. Practicum observations afforded opportunities for me to note participant 
responsibilities and tasks. 
Observations allowed me to survey potential boundary objects and brokers, note 
indications of tensions and challenges, and hypothesize about the productive nature of 
each field experience. Moreover, observations provided intimate knowledge of the 
conference, school, and classroom layouts and activities. This information directly 
informed the development of my descriptive vignettes, presented in Chapter 4.  
During observations, I maintained the role of observer as participant, whereby 
participation was “second to the role of information gatherer” (Merriam, 1998, p. 101). In 
this case, the term participant does not denote participation in the class, but acknowledges 
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that students and participants were aware of my presence. I always sat near the back of 
the room and avoided purposefully engaging students, participants, and cooperating 
teachers during class and conference sessions. While conducting observations, I 
maintained field notes in my research journal, notating reflexive thoughts, potential 
follow-up questions, and emergent themes.  
Interviews 
All members of the methods course completed course assignments and journal 
entries. Additionally, as part of the practicum portion of the course, I visited each 
practicum site. Unique to study participants, I conducted semi-structured interviews at the 
beginning and end of the data collection period. The initial participant interview protocol 
(Appendix D) consisted of questions aimed to identify personal backgrounds, beliefs, and 
perceptions. The final participant interview protocol (Appendix E) included questions 
generated from field notes developed over the data collection period, and follow-up 
questions from each participant’s practicum reflection questionnaire. I designed these 
questions to illuminate participant perceptions of general observations, practicum 
placement experiences, and the conference. Further, I sought to uncover tensions they 
encountered through their field experiences. Most of all, the final interview provided the 
opportunity to explore interpretations of activities and involvements, and potential 
continuities and discontinuities between developing themes.  
Being a full-time faculty member in the music department, I inevitably had 
interactions and conversations with students. These casual discussions provided context 
and understanding but were not recorded or transcribed. Instead, I noted these discussions 
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in my research journal. Additionally, during the practicum portion of the course, I 
arranged to meet with each participant for a brief, informal, unstructured interview. I used 
recent participant journal entries and observations to guide each conversation. These 
interviews helped illuminate my observations of non-verbal cues and gestures, to clarify 
personal feelings such as dissension, nervousness, or frustration (Merriam, 2009). 
Further, the unstructured interviews added to my understanding of participants’ concerns, 
progress, and potential tensions at their practicum site. 
Finally, at the conclusion of the practicum, I interviewed each cooperating 
teacher, focusing on their teaching journey and perception of the participants’ 
involvements and teaching episodes (Appendix F). These peripheral interviews provided 
both an additional layer of data and helped to further triangulate my interpretations of 
each case (Merriam, 2009).  
In general, interviews allowed me to develop a stronger understanding of 
unobservable data (Merriam, 2009), such as participants’ backgrounds, beliefs, 
involvements at the placement sites, and interpretations of boundary activities and 
encounters. Throughout the study, I kept field notes in my research journal to highlight 
potential follow up questions and emerging themes. Collectively, the data gleaned from 
interviews informed, shaped, corroborated, and clarified my interpretations of events and 
student reflections. 
Data Analysis 
Data analysis involves the complex process of negotiating and interpreting 
abstract and concrete data as a means of “making sense” of the case (Merriam, 2009, p. 
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175). Merriam asserted that categories must be consistent with the orientation of the 
study and be guided by, and in response to, the research questions. Consequently, 
Wenger-Trayner and Wenger-Trayner’s (2015) four questions, and the CoP framework, 
guided my study through the construction of participant questionnaires and interview 
protocols, and the development of research questions, categories, and codes.  
Consistent with Merriam (2009), qualitative data analysis began during the data 
collection process. Interview summaries, handwritten notes, and underlines on initial 
interview transcripts marked the beginning of my coding process (Merriam, 2009). At the 
conclusion of the data collection period I coded observational field notes, participant 
journals, and interview transcripts using initial coding (Saldaña, 2013). Initial coding 
focused on generating codes and “analytic leads for further exploration” (Saldaña, 2013, 
p. 101). In addition to numerous codes, such as “jargon” and “competence,” codes 
included the themes from Wenger-Trayner and Wenger-Trayner’s four questions: (a) 
opportunities for participation, (b) reflective practices, (c) challenges and obstacles, and 
(d) individuals and objects that support student experiences. I used data analysis software, 
NVivo, to assist with both data management and code and category construction. 
Next, I reviewed my initial findings and codes using pattern coding, to develop 
and refine my emergent themes (Merriam, 2009; Saldaña, 2013). Through this process, I 
noted how the theme of reflective practices permeated every aspect of the cases. Thus, 
reflective practices became unwieldy and too robust to adequately explore within the 
scope of this study; therefore, I narrowed categories to (a) opportunities for participation, 
(b) challenges and obstacles, and (c) the role I played as university supervisor. Next, I 
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reviewed and analyzed the coded data based upon the CoP framework and my research 
questions, focusing on (a) boundary activities, (b) tensions, (c) boundary objects, and (d) 
brokers. Coding and analysis continued until the point of saturation—the point at which 
no new information or insights are forthcoming—was reached (Merriam, 2009). 
To best convey the complex nature of participant experiences, I developed 
descriptive accounts in the form of vignettes. I wove my observation experiences with 
participant journal entries to frame each scene. I used notes and data from my 
observations to create a thick description of these events. Finally, I crafted each dialog 
using direct quotes from participant journals and interviews.  
Touchstones of Trustworthiness 
General qualitative touchstones highlight the value of coherence and alignment in 
a study (Trainor & Graue, 2013). Within case study research, touchstones refer to the 
need to acknowledge the complex, evolving, and contextualized nature of a study 
(Compton-Lily, 2013). Guided by these touchstones, I address concerns of credibility, 
dependability, transferability, and ethics. 
Internal Validity (Credibility) 
Issues of internal validity, or credibility, hinge upon the question, “Do the 
findings capture what is really there?” (Merriam, 1998, p. 201). Essentially, do I have it 
right? Considering the inherent complexity of cases and the impossibility of capturing 
objective or absolute truth, researchers have developed strategies to increase the 
credibility of their interpretations (Merriam, 2009; Stake, 1995). I employed four 
strategies to enhance internal validity: (a) triangulation, (b) member checks, (c) audit 
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trail, and (d) reflexivity. 
Triangulation. Researchers cite various triangulation techniques to curtail 
misrepresentation and misunderstanding within the case (Merriam, 2009; Stake, 1995). 
Investigator triangulation, theory triangulation, data source triangulation, and 
methodological triangulation each provide a strategy to generate credence in the findings 
(Compton-Lilly, 2013; Stake, 1995). For this study, I used data source triangulation—
gathering data from multiple sources, including course assignments, interviews, and 
observations—to generate credible interpretations. For example, I crosschecked field 
notes from practicum observations with corresponding participant journal entries and 
cooperating teacher interviews. Similarly, I used notes from informal discussions and 
data from cooperating teacher interviews to provide additional context and credibility. 
Member checks. Member checks enhance internal validity and reliability by 
soliciting participants to review and verify collected data and the researcher’s findings 
(Merriam, 1998). Merriam (2009) suggested that “participants should be able to 
recognize their experience in your interpretation” (p. 217). For this study, I performed 
member checks both during interviews and after I reached preliminary findings. During 
interviews, I performed informal member checking by asking clarifying questions, 
repeating phrases, and summarizing participants’ statements to solidify my 
understanding. I recorded each semi-structured interview on a field audio-recording 
device and created verbatim electronic transcriptions within 72 hours of each 
conversation. All recordings and transcripts were maintained on my password-protected 
computer. After the data collection period, I emailed individual biographies, vignettes, 
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and preliminary findings to each participant and asked them to note any concerns or 
comments they had with the authenticity of my interpretations.  
Reliability (Dependability)  
In qualitative research, reliability, or dependability, focuses on determining 
“whether the results are consistent with the data collected” (Merriam, 2009, p. 221). 
Further, the issue of reliability involves how a researcher’s conclusions are logical and 
dependable. In my study, researcher positionality and reflexivity, as well as an audit trail, 
served to support the dependability of the study. 
Positionality and reflexivity. The researcher plays a central role in data 
collection and interpretation within qualitative research methodology (Merriam, 2009). 
Glesne (2011) suggested that maintaining the role of a learner puts the focus on the 
“research participants and their perspectives and behaviors,” instead of attempting to 
“preach or evaluate” (p. 67). Glesne further challenged researchers to “be flexible and 
open to changing [their] point of view” (p. 67). To align with these sentiments, I 
embraced reflexivity as a means to combat biases, assumptions, values, and perspectives 
that could cloud the results of the case study (Compton-Lily, 2013). As part of this study, 
I acknowledged and remained aware of my complex dual role of researcher and 
university supervisor and kept a research journal to note my positionality, personal 
reactions, and biases throughout the study. In Chapter 4, I provide a brief description of 
my role and involvement with the participants at the conference and during their 
practicum experiences.  
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Audit trail. I maintained an audit trail to address concerns of reliability. I used a 
research journal to log details, including the data collection process, coding, and other 
research decisions made throughout the study. The research journal contributed to the 
audit trail and allowed an independent reader to help “authenticate the findings of the 
study” (Merriam, 2009, p. 222). I shared my initial findings with an independent 
researcher, trained in social sciences and familiar with the CoP framework. They 
reviewed coding and offered input on my construction of emergent themes. These 
conversations helped to refine and distill my findings. 
As an additional form of audit, I kept emergent themes separate from theoretical 
jargon and interpretation throughout my findings in Chapter 4. I first coded the data 
around themes of participation, challenges and obstacles, and my role as university 
supervisor. Then, in Chapter 5, using the CoP framework as an analytic tool, I explored 
the findings in relation to theoretical constructs. 
External Validity (Transferability) 
Compton-Lilly (2013) described the contextual, complex, and evolving nature of 
case studies. Due to the contextual and fluid nature of a selected case, there can be no 
assumption that findings are directly generalizable to all contexts; however, case study 
researchers can “identify types of information and insights that extend beyond a 
particular case” (p. 61). Further, Compton-Lilly emphasized the need for a collective case 
study researcher to identify the unique contexts of each case to allow for the reader “to 
extrapolate how general policies play out in both comparable and unique ways” (p. 56). 
Although a researcher cannot make claims of generalizability, transferability is 
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achievable. Transferability places the onus of applicability on the reader, rather than the 
researcher (Merriam, 2009). Nevertheless, the researcher still has the obligation to 
“provide enough detailed description of the study’s context to enable readers to compare 
the ‘fit’ with their situations” (Merriam, 2009, p. 226). As a strategy to support potential 
transferability, I present participant biographies, vignettes, and findings as a means to 
provide thick descriptions of the setting and participants in the study. 
Ethics 
Merriam (2009) acknowledged, “to a large extent, the validity and reliability of a 
study depend upon the ethics of the investigator” (p. 228). As the primary tool of data 
collection and analysis, the researcher’s methods must be carried out ethically; 
consequently, I placed the well-being of the subjects and participants above potential 
findings. I intentionally guarded against overwhelming participants with additional 
demands, such as extraneous correspondence and requests for time outside of the course 
requirements. Additionally, I assured students that participation was completely voluntary 
and that their choice to participate in my study did not affect their grade in the course.  
I acquired informed consent from each cooperating teacher and participant. I took 
precautions to guard the identity of participants by not discussing my research during 
classes or in public. Additionally, I altered identifying information through the use of 
pseudonyms for school sites and participants. Data collected throughout the study 
remained confidential and shall only be released with explicit permission or as required 
by law. 
Although Lave and Wenger (1991) described the analytic value of the situated 
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learning perspective, Wenger (1998) cautioned that “a perspective is not a recipe; it does 
not tell you just what to do. Rather, it acts as a guide about what to pay attention to, what 
difficulties to expect, and how to approach problems” (p. 9). Yin (2009) reminded 
researchers that “few case studies will end up exactly as planned” and emphasized the 
need for flexibility when working through the complexity of a study (p. 70). Accordingly, 
I was mindful of the potential for changes in the study, which allowed me to refocus 
journal prompts and to adjust the study research questions as the study progressed. In the 
end, this flexibility strengthened findings and conclusions. 
In this chapter, I presented a detailed account of the how this study was designed 
and conducted including participant selection, data selection and analysis, and how I 
addressed concerns of trustworthiness. In Chapter 4, I present participant biographies, 
vignettes, and findings. To support the purpose of this study—to reframe field 
experiences as boundary encounters and analyze these encounters through the lens of the 
CoP framework—findings and themes in Chapter 4 are introduced sans theoretical 
discourse. This disassociation creates a clear and unencumbered platform for theoretical 
analysis and discussion in Chapter 5.  
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CHAPTER IV: FINDINGS 
In this chapter I detail findings for the three participants and their joint experience 
at the arts conference. Presented individually, I begin each participant section with a brief 
profile, which includes the participants’ musical background, prior field experiences, 
future aspirations, and expectations for the various field experiences they would 
participate in during the study. The objective of the participant profiles was to provide a 
thorough illustration of the participants’ relevant history and set the stage for their 
journey through the course.  
Following each profile, I present a descriptive vignette designed to provide a rich 
narrative of a practicum visit. I developed each vignette using information and direct 
quotes from first-hand observations, participant journals, and interviews. Each vignette 
highlights the meaningful themes that emerged through the data analysis process. After 
each vignette, I present findings that correlate with my research questions and illuminate 
these themes: (a) factors that constrain or facilitate participation; (b) challenges and 
obstacles experienced throughout their field experiences; and (c) the role I played, as a 
university supervisor, in these experiences. Themes are presented in order of perceived 
impact on the participants’ experience.  
Lastly, the conference provided a unique context where participant experiences 
converged. Attendance at the conference allowed me to simultaneously observe the 
participants in single setting. This venue provided a unique opportunity for data 
collection and analysis. Thus, I provide a final vignette of the participants’ shared time at 
the arts conference they attended as part of the course. As before, the vignette is followed 
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by findings that further contribute to the discussion of the research questions in Chapter 
5. 
Through my analysis of participant journals, interviews, and observations, several 
themes emerged: (a) facilitative and constraining factors that affected participation in 
activities at the placement sites, (b) the challenges and obstacles the participants 
experienced during their field experiences, and (c) my positionality and role as the 
university supervisor. Each participant began the field experiences with the same 
directives and objectives established at the beginning of the course; however, Tim, Kelly, 
and Ashley, experiences, and outcomes varied wildly. 
Tim the “Newcomer” 
Tim’s Biography 
Tim’s path to becoming a music educator has been slow and meandering, with 
plenty of pit stops and detours along the way. This circuitous route straightened as his 
passions converged, and his focus has become clearer. When Tim was in elementary 
school, his parents enrolled him in piano lessons. Although he persisted with piano 
through middle school, it was never really something he enjoyed. Additionally, his 
parents believed it was important to learn the basic fundamentals of music; however, he 
lacked ardor. It was not until high school when he began singing in the choir and started 
auditioning for musicals that he started to enjoy music performance. Tim sang in his high 
school choir for 3 years and was given the position of bass section leader during his 
senior year. Looking back at that time, Tim recalled, “I decided that I liked music more 
than I thought I did when I was a kid. So I went back and picked up guitar, and took a 
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year of guitar lessons at home, during my senior year” (Tim-Initial Interview). 
Tim, a college junior, was raised in the Pacific Northwest and came to the 
university in his freshmen year. Like most first-year college students, he was unsure of 
the career path he wanted to take. Tim recalled, “for a long time, nothing sounded like it 
was what I wanted to do” (Tim-Initial Interview). When he began at the university, he 
wanted to major in writing.  
I took a couple of college writing courses in high school, and I was pretty good at 
it, and I thought that that would maybe be something that I’d want to pursue. 
Definitely was not. The journalism route, and stuff like that, did not resonate with 
me at all. I really hated it. (Tim-Initial Interview)  
 
Then Tim briefly entertained becoming an elementary education major because, as he 
stated, “I can see myself doing that, and it doesn’t sound horrible” (Tim-Initial 
Interview). But Tim continued to drag his feet with declaring a major.  
He started singing in concert choir spring semester of his freshmen year and also 
began voice study. It was during this time that he picked up piano lessons again and 
began to see his passion for music developing. 
Through doing Concert Choir, I kind of started learning more about music, and 
found out that I liked music even more, more than I thought. I wanted it to be a 
consistent part of my life. At first, I thought I was going to minor in music, so that 
I could just learn a little bit of skills for myself, in addition to whatever else I was 
going to do. But then, I couldn’t find a major that worked for me. (Tim-Initial 
Interview) 
During the fall semester of his sophomore year, Tim’s choir professor shared 
information about the music education degree. Tim finally could envision a future that 
combined his passions. Tim shared, “I thought about that a lot, and I thought, ‘The 
passions that I think, the callings that I have, are between music and working with kids, 
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education.’ And so, combining those sounded pretty perfect” (Tim-Initial Interview). 
Spring semester of his sophomore year, Tim declared as a music education major. 
Having utilized his first three semesters to tackle his general education requirements, Tim 
felt like he was far behind his follow classmates and constantly playing catch up within 
his major. His indecisiveness for his future is reminiscent of the path that brought him 
here, fraught with curves and bends, not sure what’s just around the corner, or if another 
path will be discovered along the way. Although he now knows that he wants to pursue a 
career in music education, there is still so much he is unsure of. He plans to get his 
teaching credential and possibly returning home, but “that’s very much still up in the air” 
(Tim-Initial Interview). And, although he wants to get credentialed to teach music, he is 
also interested in going back to school to get a second credential, possibly in English 
language arts. But when asked, Tim proclaims that he really wants to direct choir. He is 
grateful, however, that his current major will also prepare him to “take on band, also, or 
orchestra, or other smaller groups, and a lot of different things” (Tim-Initial Interview). 
Tim is uncertain which age group he would like to teach and waffles between his 
options by providing a rationale for each. He loves working with younger children, and 
much of his experience, which he gained through volunteering at church, has been with 
the elementary ages. But, from a musical standpoint, Tim sees teaching high school 
students as ideal. “I would probably rather work with high school, because with age, you 
get more freedom to actually perform at a completely different level, and not just be 
making noise” (Tim-Initial Interview). Tim also sees his high school choir experience as 
one that inspired him to move forward in the world of music and desires to “potentially 
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[be] in a position to return that, and inspire others” (Tim-Initial Interview).  
Tim’s uncertainty is a window into his personality. He is open to new 
possibilities, but not quite ready to be tethered to one idea. Tim’s lack of experience in 
the teaching role has him unrooted. Tim recalls that his main experience in teaching has 
been as a section leader, first in high school, and now in a college choir. In retrospect, 
Tim’s role as section leader in high school wasn’t as much of a teaching role as it was  
just like, “Hey! You’re kind of responsible for your section. Keep people on track. 
Make sure that people are doing what they’re supposed to be doing.” And I would 
help people out, every once in a while, if I could tell that they were doing 
something wrong. (Tim-Initial Interview) 
In contrast, being a section leader in college carries greater responsibility. He is 
expected to listen to his section, using all the knowledge he has gained in music, to 
ascertain when people are doing something wrong. Tim notes that as section leader, he is 
responsible for correcting errors, and states, “So I can turn to whoever, and point to what 
the rhythmic problem is, or if they’re singing in the wrong pitch, I can actually notify 
them” (Tim-Initial Interview). 
Tim is equally eager and apprehensive to continue applying the teaching methods 
and techniques he has begun to learn. He sees field experiences as the starting point for 
his teaching journey. Tim shared, “no matter how much you study and take classes, you 
won’t really know what you’re doing, until you’re there doing it” (Tim-Initial Interview). 
Although Tim expressed concern about the lack of practical experience he currently has, 
he sees his current role as a student as an asset to bring into these experiences. He can 




Tim parks his car across the street from the school, and anxiously exits his car. 
Neatly dressed in slacks and a button-down shirt, he apprehensively approaches the 
school. He has no idea what to expect as he walks into the administration building. 
Welcomed by a staff person, he replies, “I am here to observe Mr. E.”  
“Are you registered as a volunteer?” the assistant asks. 
Tim stares with wide eyes and nervously repeats, “Um, I am just here to observe 
his music class.” 
“Okay. Here is a TB form, and here is an FBI background form that you need to 
complete and bring back next time. For today, sign in and take a visitor badge.” 
“Wait. What? Really?” he thinks, “Tuberculosis? An FBI background check?” As 
if he was not already nervous enough about observing a band class. Taking the papers, he 
nervously smiles and asks for directions to Mr. E’s classroom. The office assistant points 
him in the right direction, and Tim heads on his way. 
As he walks up the dingy stairs, he starts to hear the sounds of a beginning band 
playing to the click of a metronome. He feels anxious. He knows choir, but band is a 
whole other ballgame. He walks through the door and heads to the back of the room.  
The band stops playing. “We have a visitor in the class. Don’t worry he’s here to 
watch me, not you. So don’t be nervous,” Mr. E smugly states. Tim smiles awkwardly 
and thinks, “Well, that’s one way to introduce me…” 
Tim looks around and takes it all in. His eyes are drawn to the expansive amount 
of technology. The rectangular room is filled with black risers, softly arched around a 
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large projection screen at the center of the room. Below the music-filled screen sits Mr. E, 
seated on his director’s chair staring down at his large iPad. To his right sits a large 
computer screen and a small white monitor. Immediately behind him, a printer, 
PlayStation, and audio receiver. Wires weave through the bulletin boards, which are filled 
with a mix of vibrant pictures of past students, school-mandated posters, and 
miscellaneous signs from previous concerts and events. 
“Okay guys, check out what you sound like.” Mr. E taps his iPad, and the students 
listen to their recording. The students are young. Tim has observed a few high schools, 
but these fifth- and sixth-grade students seem tiny. Tim’s scan of the room is interrupted 
by a loud chuckle from the class. “Trumpets, what were you doing there? You gotta 
figure it out. You only have three valves. It’s not rocket science,” Mr. E says in a snarky, 
sarcastic manner. “Come on. One more time, from the top.” Tim thinks, “Oh yeah, just 
three valves” as he confronts the fact that he knows almost nothing about playing the 
trumpet. He’ll learn more next year when he takes brass methods. 
With a tap of Mr. E’s finger, the screen above refreshes and a green cursor starts 
to flash rhythmically to the sound of the click coming from the wall speakers. The band 
begins to play. Tim stares at the screen, mesmerized. “Woah,” he thinks, “This is crazy. I 
have never seen a classroom environment like this before.” 
After the short piece, the students immediately sit back in their chairs, satisfied 
with their efforts. “All right. Go to your rooms,” Mr. E says like an aggravated parent. As 
the students begin to stand up, Mr. E shouts across the room, “Trombones! Don’t be 
messing around today. You know what I am talking about.” 
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As the students disperse into the various rooms, Tim watches five flute players 
file into a small side room. Inside, the students squeeze around a computer station. The 
door shuts, and Tim hears the familiar click of the metronome followed by the unique 
sound of a beginning flute section. Just like that, all 40 students were out of the main 
room. “This is a well-oiled machine,” he thinks. 
Mr. E walks over to Tim. “Wow, this is impressive,” Tim says. 
“Thanks,” Mr. E replies, “It has developed over the last 19 years. It works for me. 
I don’t know another way to get a beginning band to play music at their December 
concert.” Tim is impressed by how accomplished these students are, considering that they 
started only a couple of months prior. Mr. E continues and explains that the students are 
using SmartMusic to test and prepare their parts for their upcoming concert. Tim, having 
never heard of SmartMusic before, stared and nodded like a bobblehead doll. He is 
definitely out of his comfort zone. 
Suddenly, Mr. E looks up and walks back to his teaching station. He glares at the 
white video monitor. Pushing a button, he shouts, “Your tests aren’t gonna take 
themselves. Get back to work.” That is not the sort of tone Tim is used to hearing from 
teachers, but somehow it works with Mr. E’s students. “I’ll be back; feel free to check 
things out.” 
As Mr. E leaves the main room, a sense of solitude falls over Tim. He looks 
around but isn’t sure what to do. Tim takes a deep breath, gets up, and walks around the 
room. He peeks into the side rooms like a first-time visitor at the zoo. As a vocalist, this 
is all foreign to Tim. He hasn’t even taken a wind or percussion methods course. Besides 
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knowing the names of the instruments, Tim knows nothing about band. “Where do I even 
start?” he asks himself. 
A short while later, the bell rings, and the students return to the classroom and 
prepare to head to their next class. As they begin to file towards the hallway, the students 
smile and thank Mr. E. Tim can tell that they like their teacher. 
Tim writes some things down in his spiral notebook and calls it a day. As he walks 
towards his car, all he can think is, “Oh man, I have a lot to learn.” 
Tim’s Emergent Themes 
Participation was a key component of the practicum requirement; however, Tim 
struggled to meaningfully participate. Tim’s lack of knowledgeability, his introverted 
personality, and a lack of opportunity constrained him. Further, Tim encountered 
challenges and obstacles throughout his practicum that shaped his practicum encounters 
and affected his relationship to his cooperating teacher. Additionally, it became apparent 
that my role as university supervisor influenced Tim’s overall practicum experience. 
Participation. Several constraining factors impacted Tim’s participation during 
his practicum. These constraining factors include knowledgeability, opportunities to 
participate and personality. 
Knowledgeability as a constraining factor. Due to a lack of familiarity with band 
methods, Tim struggled to participate at his practicum placement. Tim noted, “[I] really 
didn’t know what to expect, and didn’t know what I was getting myself into” (Tim-Final 
Interview). Unlike his classmates, Tim had just begun his journey as a music education 
major, and he had not taken any wind or percussion methods courses. His feelings of 
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inadequacy within the classroom and within the major had a paralyzing effect. 
I think being in a place that was so new to me that I was not nearly as experienced 
with . . . and not even having taken all the methods classes, so not even knowing 
what’s going on with a lot of these instruments, I honestly did not want to get in 
front of the kids and be like, “I don’t really know what I’m doing, but I’m going 
to try.” And that’s really intimidating sometimes. So, I think that definitely 
pushed me in the other direction a little. (Tim-Final Interview) 
Tim further noted, “one big takeaway so far from all the times I’ve visited these 
bands is that I just have no idea what’s going on” (Tim-Informal Practicum Interview). 
Although Tim’s lack of knowledge of band made him uncomfortable, he saw the benefit 
of the practicum experience.  
But, you know, it’s really good for me to see it [band], and try to start to get an 
idea of how that would work. . . Being new to the major and stuff, that there’s 
honestly a lot that I can get out of literally just sitting there and watching people 
and trying to see how the different parts interact with each other. (Tim-Informal 
Practicum Interview) 
Although band was relatively foreign to Tim, he did have some orchestral 
experience. Tim noted, “at least in orchestra I have some understanding of how the 
instruments work so I could give some tips on posture, bow grip, and help students figure 
out pitches and fingerings they didn’t understand” (Tim-Practicum Questionnaire). 
Despite this capability, Tim admitted, “I never was able to jump in on any of this though, 
as I mentioned before. The class flow was pretty independent” (Tim-Practicum 
Questionnaire). 
Tim’s lack of knowledge constrained his ability to participate during his 
practicum field experience; however, his participation fueled a desire to learn more. “I’m 
really excited, honestly, to get into the methods classes the next two semesters and 




Personality as a constraining factor. Tim, a self-described introvert, noted how 
his personality kept him from actively participating in class activities during his field 
experiences.  
There’s personal differences between people who really are psyched up by new 
things and trying adventurous kind of things versus you’re more introverted types, 
which is definitely me. So, I find it hard to want to do new things and push 
myself, which is obviously not great some of the time. (Tim-Final Interview) 
Tim acknowledged the benefit of courses that require field experience,  
And I’m really glad that there are classes here that require that because obviously 
you have a lot of people that, unless you’re at some crazy level of passion, you’re 
not going to take it on yourself in your own free time outside of school to go to 
another school and observe school. It’s just not what we want to do. (Tim-Final 
Interview) 
Further, Tim noted that boldly stepping out of his comfort zone could have led to a richer 
field experience: 
Being someone who is on the introverted side, doesn’t want to talk as much, 
doesn’t necessarily want to be seen by everyone quite as much as the extrovert 
who just thrives on being seen by everyone, I think in basically every area of my 
life, it’s important at certain times to be more confident and be able to have 
boldness because things don’t get done when you sit in the comfort zone your 
entire life. And so, and that’s definitely been a struggle of mine, trying to 
overcome that part of myself. (Tim-Final Interview) 
Upon reflection, Tim admitted, “Answering these questions is making me realize 
that I could probably stand to be more confident and ambitious in these observation 
processes” (Tim-Practicum Questionnaire). Tim shared further, “There is an extra 
element that I probably could have gotten out of it if I was willing to take an extra 
intimidating step and fail or not” (Tim-Final Interview). 
For Tim, the practicum experience was constrained by his inability to step outside 
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of his comfort zone. Tim expressed his fear of failure, 
There maybe would have been something [uncomfortable] if I had really jumped 
into something, and then just completely failed, which could have definitely 
happened. And I didn’t. . . I wasn’t ever, slightly maybe regrettably, was not ever 
quite willing enough to actually take a big step like that. And so, I think that kept 
me from having anything that was really uncomfortable. (Tim-Final Interview) 
Tim lacked the opportunity to participate in teaching activities during his practicum; 
however, he also was content to remain in an observatory role.  
Opportunities to participate as a constraining factor. In addition to his 
hesitations and unease, Tim found the teaching design at his practicum site daunting and 
complicated. Mr. E used technology throughout each class. Though technology has the 
ability to unify, simplify, or provide access, in Tim’s experience it created an obstacle for 
outside participation. Mr. E’s well-oiled machine left little room for Tim to step in. Tim 
recalled, 
There was one day where the orchestra all went to computers to work on 
SmartMusic, and while I was circling around the rooms, I briefly helped a student 
tune his cello, but with Mr. E’s technological ecosystem, there just wasn’t a lot to 
be responsible for. (Tim-Practicum Questionnaire).  
Tim described how Mr. E used auxiliary rooms for students to work on 
SmartMusic assignments during classes. Sometimes students would only play as a group 
for a couple of minutes before dispersing out. At first, Tim recalled the positives of the 
class design, “I was immediately, like, blown black a little bit at how much [technology] 
was present there. It was really an impressive setup” (Tim-Practicum Reflection 1). Over 
time, technology became an obstacle, barring access and isolating Tim, and in his 
estimation, the students from their teacher. “I start to have maybe a little bit more of a 
negative reaction to the technology in some ways. It strikes me as extremely efficient, 
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which is great… But to me, it feels so impersonal…” (Tim-Practicum Reflection 3). Tim 
saw Mr. E’s use of technology as one of the main contributing factors to his inability to 
participate in a meaningful way during his practicum. “There’s so much self-reliance on 
that system that there just wasn’t really anything helpful that I could contribute,” Tim 
lamented (Tim-Final Interview). 
Challenges and obstacles. Tim’s field experiences were riddled with challenges 
and obstacles. In addition to feeling consistently unsure of his place within the system, 
Tim’s relationship with his cooperating teacher left him in a general state of unease. 
Check-in and introductions. With his lack of knowledge and training in music 
education, Tim often expressed that he felt like he did not belong. When reflecting on the 
arts conference, Tim noted, “Probably most of the students that were there had a sense of 
feeling out of place, I would guess, just because there were so many people there who 
had been teaching in their field for a long, long time” (Tim-Final Interview). And in 
reference to his place among fellow music majors at the university, Tim revealed, “I was 
late coming into this department at Point Loma, so for me it was super crazy. And I even 
feel out of place sometimes here… with all the musicians” (Tim-Final Interview). 
Further, at his placement site, Tim bemoaned, 
I never really felt like I belonged at my placement. I always felt a little awkward 
observing and just trying to absorb everything I was seeing and learn as much as I 
could, but I never truly felt integrated into the system. (Tim-Practicum 
Questionnaire) 
Tim’s practicum placement site reinforced his lack of belonging. Upon his arrival 
at the practicum site, a school administrator asked Tim to complete a tuberculosis test and 
a background check before he could enter a classroom. This served as one more barrier 
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that placed Tim physically within the walls of the educational system, but squarely 
outside the community of educators. Once he was allowed to enter the classroom, he was 
once again confronted with his “outsider” status when his cooperating teacher introduced 
him to the band. “He sort of introduced me,” Tim recalled, “he said ‘We have a visitor in 
the class. Don’t worry, he’s here to watch me, not you. So, don’t be nervous.’ Kind of a 
funny experience” (Tim-Practicum Questionnaire). Tim’s presence was acknowledged 
but dismissed in a few simple words. 
Relationship with cooperating teacher. Tim and his cooperating teacher’s 
personalities seemed incongruous from the beginning.  
So he’s been working there for a long time and has been successful, and that 
honestly surprises me if I’m being completely honest, just because of some of 
these interactions I’ve seen with the kids. He’s not a friendly, warm kind of 
personality. (Tim-Practicum Reflection 4)  
Tim added,“Mr. E was welcoming to me, always letting me come in to observe whenever 
I could, and we did get a couple of chances to talk about practical [issues] in the music 
education world” (Tim-Practicum Questionnaire). Even so, he noted, “Overall I think we 
weren’t really able to build much of a relationship. His generally negative attitude was a 
little off-putting in some circumstances” (Tim-Practicum Questionnaire). Tim continued, 
He just has a very, very dry sarcastic sense of humor and a lot of these things he’s 
not saying to try and be intimidating, or try and be impolite, but to me at least it 
comes across that way. And I imagine how it must come across to an 11-year-old, 
and that just doesn’t quite sit right with me. (Tim-Practicum Reflection 4) 
Additionally, Tim struggled to connect with Mr. E’s impersonal class structure,  
For a student to be able to come to class, go through their rehearsal, work on their 
instrument, and go through that entire course without interacting with the teacher 
on that day, without interacting with the director at all, I don’t know. (Tim-
Practicum Reflection 3) 
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Tim stated a further disassociation with his cooperating teacher’s approach after 
his final practicum visit. 
His teaching style and, I guess, maybe his teaching personality, is starting to rub 
me the wrong way more and more as I go more. Just little things in how he 
interacts with the students make me realize that I think I’m learning a lot from 
him on what not to do. (Tim-Practicum Reflection 4) 
With Tim’s limited experience in music education and a lack of rapport with his 
cooperating teacher, Tim felt a sense of dissonance. Increasingly, with each site visit, 
Tim disengaged and retreated. “There were a couple of times where I was just sitting 
there and thinking, ‘Man, this is not what I would want my classroom to feel like.’ And 
that’s just kind of a weird, clashing kind of feeling” (Tim-Final Interview). 
 University supervisor. In my role as a university supervisor, I joined Tim on this 
third practicum visit. I initially observed Tim through the window in the hallway door, as 
he sat staring around the room, taking notes on a pad of paper. Shortly after I entered the 
room, Mr. E dismissed his students to their assigned practice rooms. Mr. E approached 
me, as I signaled for Tim to join us. I could tell Tim was hesitant, but he opened up after 
a short period of time. Tim recognized how my presence “made [him] feel a little bit 
more comfortable to just ask questions, learn, try to step out a little more versus just the 
normal” (Tim-Final Interview). Tim noted that my presence and professional history with 
his cooperating teacher influenced his practicum experience.  
Because you and Mr. E have known each other for a really long time it made 
much more of a connection for me to talk to him. When I was there by myself in 
that kind of situation, it was sort of, he’s a little bit of an off-putting kind of 
personality. So, not like he did anything overtly rude, but he would say things that 
kind of made me feel like he didn’t really want to sit and talk with me for the 
whole time. (Tim-Final Interview) 
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After the session, I checked in with Tim to see how I could help and suggested 
that he ask for the conductor’s score to help him follow along with the rehearsal. In 
response to my suggestion, Tim said,  
Maybe, yeah. I hadn’t really thought of that. I mean, you see how he has 
something up on the screen all the time so I can follow, and it’s all so fresh for 
me, being new to the major and stuff, that there’s honestly a lot that I can get out 
of literally just sitting there and watching people and trying to see how the 
different parts interact with each other and how he reacts and deals with the fact 
that they’re a lot of time just straight up not playing the right note, [be]cause it’s 
beginning band. (Tim-Informal Practicum Interview) 
Further, I offered to facilitate Tim’s participation at his practicum site. I stated, 
I knew what I was getting you into, because I’ve known Mr. E for like 15 years 
now. It seems like there’s barriers from you participating, like in taking 
ownership. I might text him and say, “Hey, what do you think? Could Tim maybe 
do the warm up for beginning band?” I dunno if that’s something you’d be 
interested in. (Tim-Informal Practicum Interview) 
Tim responded, “There’s not a lot to do there. I mean, it’s mostly like, SmartMusic does 
the heavy lifting there” (Tim-Informal Practicum Interview). In the end, Tim maintained 
an observational role throughout his practicum experience despite my offer to connect 
with his cooperating teacher and provide opportunities for participation. 
Participant Summary 
Although Tim consistently struggled through his field experiences, and his 
relationship with his cooperating teacher was less than ideal, overall Tim noted the 
benefit of his practicum experience. Tim expressed that the experience allowed him to 
identify the importance of his journey, stating, “I think that whether or not my career 
takes the form of being a band director, choir director, that kind of thing, there’s a lot of 
value in where I am right now, and what I’ve been doing” (Tim-Final Interview). Tim 
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further stated that the totality of his experiences brought him through a period of 
questioning, only to come out the other side believing ,“I think I can. This is really where 
I want to be. I think I can get there” (Tim-Final Interview).  
At the culmination of his encounters, Tim gained clarity.  
Okay, now I can see. . . I think I can do this. And I don’t think I would claim to 
have the same level of passion for, specifically, music and education together that 
some other people in this program maybe do, but I have, I know that I have a 
heart for students . . . and I am also passionate about music. (Tim-Final Interview) 
Tim still stands at the beginning of his journey to become a music educator; however, he 
has intentionally taken incremental steps forward. 
Kelly the “Indifferent” 
Kelly’s Biography 
Kelly recounts her musical journey in a succinct manner; offering no more or less 
than what is required. She takes no comfort in the spotlight, but bears a desire to please, 
and so she concisely states, 
I started playing the violin when I was about 10, and then when I went to middle 
school, my teacher asked me to switch to cello, so I did. And then I decided to 
switch to the double bass when I was around seventh grade, so about 12. And 
stuck with it…. (Kelly-Initial Interview)  
Kelly further points out that she served as bass section leader all 4 years of high school 
and participated in a local youth symphony for two years.  
Kelly began college as an Instrumental Performance major. Soon after beginning 
her studies, she made the decision to switch to Music Education. In addition to being in 
the university orchestra, Kelly joined a choir in her freshmen year. She had always played 
as an instrumentalist with the choir in high school, but decided to broaden her scope by 
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participating in a foundational choir and taking private voice lessons. She continued her 
new interest as a vocalist in her sophomore year, when she moved into an advanced choir 
and became involved in the student opera club. Kelly nonchalantly recalls pivotal 
moments in her musical journey. Each step along her path is taken in stride with an 
openness, yet lacking eagerness, to new opportunities. 
Kelly served as section leader in both high school and college, yet she identifies a 
vast difference in responsibilities from one to the other. In high school, her 
responsibilities were minimal, but in college, she is  
mainly responsible for any notation, so a lot of bowing changes, fingering 
changes. . . . I’ll run sectionals. Or, while we’re playing, I’ll tell them any 
reminders or something they need to write down. So, it’s just keeping them on 
their toes for the most part. (Kelly-Initial interview). 
An increase in leadership opportunity buoys Kelly’s confidence, but she recognizes 
additional room for growth. “I think I have a lot of information to give musically . . . but I 
think I can still work on my leadership skills, like being more eager to be a leader, and 
doing it more confidently,” Kelly remarks (Kelly-Initial Interview). 
In addition to her performing ensembles, Kelly is a teaching member in the String 
Project.7 Kelly had taught both beginner and intermediate classes, and now is in her third 
year of the program. Her responsibilities and teaching opportunities within the Strings 
Project are robust: taking attendance, creating lesson plans, teaching students how to hold 
an instrument, instrumental care, rhythms, and how to read music. Even with this direct, 
                                               
7 The String Project is a three-level (beginner, intermediate, advanced) teaching laboratory where 




hands-on teaching experience, Kelly still has doubts in her abilities, she muses, “Can I do 
this? Can I not?” Kelly knows that her experience in the String Project and being a 
section leader proves that she has “information to give,” but that, “it’s just a matter of 
how [she] gives it” (Kelly-Initial Interview).  
Even with her history of leadership roles in orchestra and the increasing 
responsibility and involvement in the String Project, Kelly is trepidatious about the 
assigned field experiences. Kelly has completed general studies in brass, percussion, 
strings, and elementary/general music; however, she has not completed any coursework 
in woodwinds and has only a few hours observing music education off-campus. Even 
with her holes in content knowledge, her greatest apprehensions surround classroom 
management, and communicating with, and relating to, the students.  
Thinking about as being an educator, I know it requires classroom management, a 
lot of classroom management, and a lot of good communication, which I’m not 
best at. But I’m trying to work towards. But I found it very difficult to do such 
things. (Kelly-Initial Interview) 
Kelly continues, 
I want to be able to communicate better with secondary students, [be]cause . . . I 
remember being a 12-year-old, and thinking I was everything, but I’m not. And I 
think as a teacher, the hard part’s getting past that wall, that they build. And so 
that’s something I want to get better at, and motivating them. Like, getting them 
to care enough to practice and try their best. (Kelly-Initial Interview) 
Bolstered by the affirmation of educators along her journey, Kelly has taken bold 
steps into leadership but is also comfortable returning to a subordinate role. It is clear that 
outside voices elicit action, and resonate louder than the voice inside. Kelly often lacks 
the confidence to pursue opportunities, but with a little encouragement, is willing to take 
hold of opportunities that come her way. Nonetheless, Kelly continues along the journey, 
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with aspirations on the horizon.  
I would like to get my credential, start teaching. . . . I would like to be an 
orchestra director, mainly high school, but you know, I’m open to other 
possibilities as well. I’m not very strong in band. Something I’d like to work on, 
but if it happens, then it happens. . . . I also kind of wanted to dabble in private 
teaching if I ever had the opportunity. . . . I still would like to perform on the side 
if possible, especially since now that I do voice, I’m like, “Oh, teaching voice 
might be... I might like to do that.” (Kelly-Initial Interview) 
Taking each step at a time, sometimes with a gentle nudge this direction or that, Kelly is 
moving forward; committed but not assertive in her intention to become a music teacher. 
Kelly’s Vignette 
Kelly sits casually at Ms. U’s desk on the side of the room. Her outfit, a tidy black 
top and leggings, suggests comfort more than professionalism. She gazes out upon the 
classroom, holding a legal pad and pen, waiting for the next nugget of information that 
resonates with her developing pedagogy. Instrument cases cover the institutional blue 
carpet. The 40 students that comprised the sixth-grade intermediate orchestra class fit 
snugly into the last of four old bungalows set like an island in the middle of the asphalt 
playground. From the outside, only a small blue plaque next to the door declares that this 
is a music room. 
The students sit with their instruments in three semicircles facing Ms. U, 
positioned on a tall wooden stool at the front of the room. Thanks to a voice amplification 
system, Ms. U’s clear instructions rain down from small speakers peppered throughout 
the room’s low ceiling. “Who needs help tuning?” she asks. After a cold weekend, their 
instruments have fallen disastrously out of tune. A sea of hands goes up. Kelly sits 
anxiously scanning the room. Through her time as a teacher in her university String 
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Project, Kelly knows the challenge of tuning a room full of instruments. Her inner 
dialogue grows,  
“So many people need help tuning.” 
“I could probably help, but I don’t want to intrude or anything…” 
“Would that be intruding?” 
“I feel bad. There are just so many students that need help.” 
Despite her inner prompting, Kelly remains in her seat and refrains from lending a 
hand; instead, she looks on as Ms. U methodically tunes each instrument.  
The time finally comes for the students to play their “finger drops.” Kelly has 
seen these before and lets out a little smirk as they begin this familiar technical routine 
that she witnessed during her first observation a month prior. The students work through 
the exercise faster and faster. Kelly watches and listens in wonder, with a little hint of 
pride. “Wow, they have really gotten better since I first heard them,” she thinks. “How 
did she teach them such good fundamentals?” 
The class carries on through their literature, piece by piece, stopping to correct 
problem sections. Ms. U grabs her violin and demonstrates the passage. “You will hold 
your instrument correctly if your neck is straight,” proclaims Ms. U. Kelly looks down 
and deliberately scribbles on her yellow legal pad. Over the next 45 minutes, Kelly sits 
attentively at the periphery of the room amidst the music lockers, cases, and stand racks. 
To individuals familiar with student observations, this scene may seem somewhat 
typical; however, seven days earlier, Kelly had left her role as a music student and took 
on the part of Ms. G. A few days prior to that, Kelly sat, checking her email on an old 
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brown couch in the lobby of the university music department. As she scrolled through the 
long list of bold, unread emails, she recognized an email from her practicum teacher, Ms. 
U, with a subject “Want to teach Thursday?” Her heart began to race as she clicked her 
dingy trackpad to open the email. In the email, her practicum teacher explained that she 
planned to have a substitute this week and offered Kelly the opportunity to teach her 
classes during her weekly practicum visit. 
Kelly’s mind begins to race. She imagines herself standing in front of the class 
wholly paralyzed, staring at a classroom full of students. “I don’t know how to teach.” 
She thinks. “There’s no way.” She quickly clicks “reply” and kindly passes on the offer.  
Later that day, she ran into me and described Ms. U’s offer. I was astounded. 
“Wait. You said ‘no’? You have to take that opportunity,” I said. “You have nothing to 
lose. Think about it, if you don’t, the students will just watch a movie. They won’t have 
music.”  
She stared at the ground, processing my words. “But I don’t know how to teach,” 
she finally replied. “I have taught a little in String Project, but Ms. U wants me to teach 
band too. I don’t know anything about band.” I confidently began to unpack the courses 
and skills that Kelly had learned through her coursework. “You remember brass methods 
when we each got up and taught our song to the class? You did fine. You know more 
than you think. You can do this!”  
Kelly stood there processing. She reluctantly agreed and pulled out her phone to 
craft a response. “Ms. U, I’ll do it,” Kelly typed. 
The big day came fast. Before she knew it, Kelly was standing on the podium 
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staring into the bring eyes of the orchestra. She picked up her baton and began to conduct 
through warmups. She followed the lesson plan but added her personality to the class. 
The students smiled and laughed as Kelly candidly worked through problem sections. 
“Let’s do that section again,” she said to the group. And again, and again… “Oh my 
gosh…I am such an educator,” she thought. “That was super fun.” 
Moments later, Kelly stumbled upon a problem. The piece had multiple 
movements. “Oh my gosh, new movements, I don’t know how to transition. I can’t tell 
them that.”  
Kelly had taken basic conducting and played in orchestras for many years, but 
couldn’t navigate the transition. The moment began to challenge her competence as a 
teacher. Fortunately, a student chimed in, “Ms. U usually does this. She’ll just pause, and 
then starts the new tempo.”  
She thinks to herself, “Duh. Why didn’t I think of that?” 
“Great! Let’s do that,” she declared. 
A little later in the morning came the beginning band class. As a string player, 
Kelly was a bit apprehensive, thinking “this is a whole other ballgame. . . . I really don’t 
know all of the fingerings. . . . I haven’t even taken woodwinds methods.” However, as 
the class progressed, she found plenty of things that she could correct and improve, 
including the rowdiness. She asserted her role as a teacher and waited patiently for the 
talking to stop before continuing.  
“We suck,” a student heckled.  
“That is not something we say,” Kelly responded.  
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“As a teacher, I have to convey that this is not ok…” she though. 
She responded in her teacher voice, “We are all trying our best, and it is important 
that we understand that.” 
The class concluded, and Kelly headed home reflecting on the day, contemplating 
the early wake-up time, the drive, the awkward office check-in interrogations, and the 
fact that she had a whole day of classes ahead. Even still, “It was a good day.” 
Now, one week later, Kelly returns to her role as an observer. She again feels an 
inner tension when she has something to add or say, but, out of respect for the “energy” 
between Ms. U and students, she sits idly. Although she had fun and felt “confident” 
about her time as a teacher last week, she prefers to return to an observing role. 
Kelly’s Emergent Themes 
Kelly was offered an incredible opportunity to participate during her practicum, 
yet her lack of confidence and indifferent attitude almost precluded her from the 
experience. The opportunity to teach facilitated participation; however, her personality 
constrained her. One of the most consistent themes that emerged during Kelly’s 
practicum was her uneasy movement from student to teacher and back again. Her 
hesitance to ask clarifying questions or to challenge her own beliefs appeared to have an 
anesthetizing effect on her forward movement. Although Kelly stepped into a teaching 
role after my prompting, she never felt comfortable. Instead, she retreated and found 
solace once again in her position as a student.  
Participation. Facilitating and constraining factors impacted Kelly’s practicum 
participation, including opportunities to participate and her personality.  
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Opportunities to participate as a facilitative factor. Despite Kelly’s apprehension 
to fill in for Ms. U, with a little push from her university supervisor, she accepted the 
opportunity. Although the substitute took attendance, Kelly took the podium and guided 
the students through warmups and rehearsed upcoming concert repertoire. Kelly enjoyed 
conducting the groups and found satisfaction in her accomplishments. When conducting 
the orchestra, she recalled, 
They had trouble rushing, but they eventually got it through the end. I had to 
explain cellos have on-beats, and they violas have off-beats, which I’m sure 
they’re aware of how that goes. But I don’t know, it was nice to clean it up a bit. 
(Kelly-Practicum Reflection 3) 
Although, she recognized her limited experience conducting, she found success in 
sharing concepts that she had heard in her own orchestra rehearsals, “When a section has 
the melody, everyone else has to back off a little bit to bring the melody out,” and “Make 
sure we use lower half of the bow… especially since it’s a faster tempo and very like 
detache-ish that [we] use the bottom of the bow” (Kelly-Practicum Reflection 3). Kelly 
expressed gratitude for the opportunity to practice her conducting, and stated, “That was 
really cool” (Kelly-Practicum Reflection 3). 
When it came to band, Kelly recalled her weaknesses, “We ran through the band 
music. I didn’t really have too much to say because I’m not familiar with my fingerings 
like I should be” (Kelly-Practicum Reflection 3). Although she did not have the strong 
foundation in band methods, she found that she could still tell when “they messed up.” 
Kelly recalled, “I tried to go over the basics, like if they [got] rhythms wrong. That’s the 
knowledge I had that I knew would work in band setting, even though I don’t play in 
band” (Kelly-Practicum Reflection 3). During the band class, Kelly also had the 
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opportunity to work on her classroom management skills,  
I would wait for them to be quiet, and then the clarinet player was like, can we 
just start? I was like nope, because we’re not going to start until everyone’s quiet, 
you know what I mean? You’re not going to do this at a concert, are you? (Kelly-
Practicum Reflection 3) 
Despite claiming that the band was “more rowdy than the orchestra,” Kelly came around: 
“I did like working with band. There’s some interesting characters in that class” (Kelly-
Practicum Reflection 3). 
Personality as a constraining factor. As identified, Kelly’s consistent disposition 
of self-doubt and perceived lack of ability fueled her hesitance to step into a teaching 
opportunity. Her lack of confidence served as an obstacle in her mind. Time and again, 
Kelly gave glimpses into the inner voice that kept her ambitions at bay. “I don’t want to 
run into something, like, ‘Ooh, that’s a little overwhelming for me; don’t know how to 
get past that,’” Kelly admitted when asked what concerns she had about completing her 
practicum field experiences (Kelly-Initial Interview). “I don’t think I’ve established an 
authoritative relationship with them when I did teach,” Kelly professed (Kelly-Practicum 
Questionnaire). She did not see herself as a person to command authority. Kelly 
acknowledged this lack and identified her need for growth, “I think I have a lot of 
information to give musically, but I think I can still work on my leadership skills, like 
being more eager to be a leader, and doing it more confidently” (Kelly-Initial Interview).  
Kelly’s lack of confidence kept her from offering suggestions to her cooperating 
teacher that may have been useful for the ensemble.  
There’s this part where the cellos were having trouble in rhythm, but she was 
trying to help them and it wasn’t clicking with them right away, because she was 
just counting the measure, accenting the notes that they had, which when they 
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come in, which yes, but I think at this time she probably could have sang it with 
them, or just saying the rhythm with them or have them sing it with her instead of 
just counting, “One and two and three and four and.” Because I just think they 
weren’t getting it at that time. (Kelly-Practicum Reflection 4) 
Kelly didn’t believe she had the authority to provide input.  
Beyond leadership and authority, Kelly also identified a desire to remain in the 
role of an observer. When asked if she would have wanted to teach more, Kelly replied, 
“I think I felt like I wanted to observe more, and also if I taught again, I felt like I 
couldn’t really improve from last time. I wasn’t ready to go into more depth” (Kelly-
Final Interview). Kelly lacked the drive and ambition to seek out additional teaching 
opportunities, believing she had nothing more to offer. 
When asked to identify if teaching music was a good fit for her future, Kelly 
replied, “I like the field I’m trying to go into. I just hope I can do a good job because I 
have doubts sometimes” (Kelly-Practicum Questionnaire). These doubts that consistently 
informed Kelly’s thoughts seemed to bar her from actively taking resolute steps forward. 
Challenges and obstacles. Although Kelly’s lack of initiative may have kept her 
from more fully participating in her practicum, additional factors appeared to influence 
her experience. Throughout her practicum, Kelly encountered unfamiliar terms and 
phrases, reinforcing her status as a visitor. Additionally, Kelly’s struggle to apply prior 
learning and experiences to her field experiences strained her teaching experience. 
Finally, Kelly reported that the visitor check-in process at her practicum school routinely 
created a sense of trepidation. 
Jargon. At times Kelly was confronted with unfamiliar techniques or jargon. For 
example, Ms. U warmed up the orchestra using a technique called “finger drops.” Kelly 
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recounted not knowing what finger drops were, however after a few visits to the 
practicum site, and witnessing the routine, Kelly eventually understood the process. 
Whereas Kelly could deduce the meaning of finger drops from the context and 
repeated exposure to the warm-up, understanding of other jargon remained a mystery 
throughout her practicum. Kelly recalled how Ms. U “ask[ed] the class if anyone is less 
than a three?” (Kelly-Practicum Questionnaire). Kelly recounted another instance, “And 
then sometimes [Ms. U would] be like, ‘Who’s not a three today?’ And like, no one 
raised their hand. But like, ‘What does that mean?’” (Kelly-Final Interview). Again, 
during her final interview, Kelly noted how on the day she taught the class, a student 
chimed in with “‘Just put a two next to Parker’s name!’ I’m like, ‘Okay!’” (Kelly-Final 
Interview). When asked why she didn’t ask for clarification, Kelly remarked, “I think 
time. It’s like, wow. There’s already so much that’s gotta get done. I think it’s just not 
having time or just feeling like maybe I’ll disrupt the flow if I ask, ‘What does this 
mean?’” (Kelly-Final Interview). 
Applying prior learning. Kelly struggled to connect learning from prior 
coursework and ensemble experiences to her practicum teaching. Kelly recalled, “We 
were working through The Nutcracker. I was like ‘Uh my gosh. New movements. I don’t 
know how to transition,” (Kelly-Practicum Reflection 3). Kelly had, in fact, navigated 
multi-movement pieces as a musician, but was unable to utilize this knowledge in the 
moment. Her inability to connect with prior learning acted as an obstacle during her 
teaching experience.  
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Check-in and introductions. There were other moments during practicum that 
made Kelly feel out of place. At each visit, Kelly had to check-in at the front desk and 
receive a visitor’s badge. Kelly recalled, “[Even] though I’ve been to my site for five 
weeks, the office people still like to interrogate why I’m on the site” (Kelly-Practicum 
Questionnaire). When asked to elaborate during her final interview, Kelly remarked, “Oh 
my god, yeah. It was like the third or fourth time. I’m like, ‘Sign up, get my pass, and 
go.’ They’re like, ‘Do you know where you’re going?’ I’m like, ‘I’ve been here for the 
past three weeks.’” (Kelly-Final Interview). Kelly was then asked how this exchange 
made her feel, to which she responded, “I don’t know. I’m like, ‘Wow.’ I don’t know. . . . 
I’m not necessarily targeted, but I’m like, ‘Am I suspicious?’” (Kelly-Final Interview). 
Kelly noted that the discomfort she felt in this environment was not unfamiliar to her, and 
even when it was expected, it remained a disquieting experience.  
I feel like that’s something I’m always expecting when I go into places. . . . Just 
discomfort or stepping into new environments that I’m not familiar with or people 
who aren’t familiar with me being set with their environments. I feel like I always 
expect that. (Kelly-Final Interview) 
Kelly indicated that her biggest struggle with the practicum experience was, 
“knowing your place” (Kelly-Final Interview). Interestingly, Kelly felt most accepted and 
like she belonged during the session following her teaching experience, not when she was 
at the podium conducting the band and orchestra. When she arrived, Kelly received an 
unanticipated welcome from the class, “Hi Ms. G!” This euphony of acknowledgement 
preceded the inquiry, “Can Ms. G teach the class?” Kelly recalled thinking, “Awww, they 
like me, they really, really like me” (Kelly-Practicum Reflection 4). It was this 
recognition from the students that provided validation as a music teacher. 
 83 
 
University supervisor. Despite her seemingly apathetic approach to new and 
challenging situations, Kelly responded to and embraced encouragement from others. She 
shared that her orchestra and choir conductors really supported her through her decision 
to change majors from music performance to music education. She recalled, “they’re very 
encouraging when it comes to me being an educator. It’s like, ‘I think you can really do 
it’” (Kelly-Initial Interview). Affirmations like this seemed to propel Kelly forward.  
As her university supervisor, I found myself in a similar position. As described, 
Kelly initially declined Ms. U’s offer to teach while she was out of town. Kelly suggested 
that she did not know how to teach and moreover did not know how to teach band. 
Fortunately, I was able to talk her through the situation. I explained that although she did 
not have experience rehearsing band, the background that she had in orchestra would pull 
her though. To build her confidence, I unpacked her teaching assignments from her brass 
methods course and how those assignments confirmed her ability to teach. Further, I 
reminded her that if she didn’t say “yes” to this opportunity, the students likely would be 
with a substitute watching a movie and not making music. I conveyed that she had 
nothing to lose. Astonishingly, without my persistent nudging, Kelly would have missed 
out on the most impactful portions of her field experiences. 
Participant Summary 
Kelly’s lack of confidence and apathy shaped her practicum experience. Although 
Kelly was provided opportunities to participate in classroom activities and teach, which 
she found enjoyable, useful and exciting, she often lacked enthusiasm and initiative. 
Kelly’s lack of drive kept her from fully realizing her potential. 
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Ashley the “Confident” 
Ashley’s Biography 
Music has been a part of Ashley’s life from as early as she can remember. Music 
is a family affair: her mom playing the clarinet, her sister, the flute, and Ashley, trumpet. 
As Ashley moved from elementary to middle school, her interests began to shift toward 
singing, and a fire was lit and grew. She recalls, “My sophomore year of high school is 
when I knew I wanted to teach music” (Ashley-Initial Interview). Before starting college, 
Ashley took a year of voice lessons and began college with a clear view of her future. 
Ashley consistently challenges herself musically; she recounts teaching herself to play 
clarinet “because it’s the same key as trumpet and my mom played it, so it was around” 
(Ashley-Initial Interview). Later, she taught herself to play the guitar and began leading 
worship during the summer. Ashley is simultaneously involved in the vocal jazz 
ensemble, concert choir, concert band, and choral union, while also teaching private 
trumpet lessons and serving as a music theory tutor. If it is music-related, Ashley is 
committed to being a part of it.  
As an undergraduate music education major, Ashley has confidently conquered 
each of the six prior semesters, and is ready and expectant for the next steps, “I plan on 
graduating this year with a B.A. and going to a two-year credentialing program to get my 
credential and then a Master’s in education,” with the, “End, end, end, goal . . . being a 
high school choir teacher” (Ashley-Initial interview). Ashley is not naive. She has 
confidence, determination, and goals. She understands that there may be varied paths to 
her objective of becoming a high school choir teacher; however, Ashley welcomes the 
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challenge and is open to the opportunities that might present themselves along the way.  
I would not mind at all starting with elementary or starting middle school would 
be ideal for me. . . . I would love to start there and just kind of work my way up, 
around, over, wherever jobs take me, but I would love to land in high school 
choir. (Ashley-Initial Interview) 
The passion Ashley shows for music education is evident in the leadership roles 
she has stepped into over the years. Beginning in middle school, Ashley was first trumpet 
and acting section leader. During her sophomore year of high school, she began to really 
take on a leadership role serving as the librarian and as a section leader in her concert 
choir. “Because of my musical background, I think, my teacher had me more of a key 
player,” she admits (Ashley-Initial interview). During her senior year, she was the student 
director for chamber singers, leading rehearsals and warmups, and at times stepping in to 
lead the class when the teacher was absent.  
Ashley’s confidence and tenacity serve her well as she embraces the musical 
opportunities placed before her. With extensive leadership experience in her past, her 
current role of president, in both vocal jazz ensemble and in concert choir, seems a 
natural progression. These roles have given way to opportunities for musical selection, 
conducting, leading rehearsals, and planning concerts, tours, and retreats. Conversely, 
with her leadership positions, Ashley is also kept busy with plenty of non-musical tasks; 
emails, networking, event planning, marketing, and task management. With each musical 
and non-musical responsibility, her teaching repertoire is broadened.  
Ashley is slightly apprehensive about the practicum ahead; however, her 
apprehension is less about the work itself, than it is about fitting it all into her already 
packed schedule. “I think I’m mostly worried about making sure that I get everything in 
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on time and get the observations done,” she notes (Ashley-Initial Interview). Her 
leadership, persistence, and tenacity have her poised upon the precipice, “If I got thrown 
into a teaching position right now, I could do it. . . . I think that also is just my 
personality. I can adapt pretty well on the spot and procrastinate and be okay, which is 
great and terrible at the same time” (Ashley-Initial Interview). 
Ashley’s Vignette 
It is a chilly southern California winter morning. Outside the school music room, 
a large mural exclaiming “Music!” welcomes Ashley. Dressed in business slacks and a 
sweater, she slips into the classroom with her coffee thermos in one hand, while carefully 
keeping the door from clicking as it closes with the other. She gently walks a few steps 
and sits at the black piano bench near the door. A quick glance around reveals the 
organized chaos of the room. Drums are neatly stacked above old instrument cabinets, 
and cases are placed along the long back counter. An obvious pride for the work done 
therein envelopes the room. The posters that litter the walls pay homage to the strong jazz 
emphasis the program has embraced over the years. Ashley glances over to the 
whiteboard next to the door as she arrives. It is divided into five columns, one per 
ensemble. Within each column, is a list of objectives for the day. Under “orchestra” is 
written “record the Grinch,” “Polar Express,” and lists the dates of upcoming 
performances. She always feels strong respect for the fact that Mr. A “has things to get 
done.” 
The orchestra rehearsal is in full swing rehearsing a Christmas piece for an 
upcoming concert. Mr. A looks over and acknowledges Ashley with a nod and a smile 
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while he joyfully conducts the group through a lively section of music. With two clicks of 
the baton, the orchestra falls into silence. “Violins, we need you to connect those notes at 
measure 45,” he explains in a confident, yet kind tone. A moment later they are back to 
playing. 
Ashley used to take written notes but now prefers to take mental notes as she 
scans the room, paying close attention to the scene unfolding before her. She sits and 
smiles, eagerly looking around the room, wondering if and when she will get a chance to 
teach. Ashley had been there a few times before but hadn’t found a way to communicate 
to Mr. A her desire to conduct the ensemble. It wasn’t for lack of confidence, or that Mr. 
A wasn’t welcoming, her hesitance was borne out of respect and a desire to not impose 
on the plan for the day. 
“Play a D-flat for me,” Mr. A asks, looking at Ashley. Conveniently sitting at the 
piano, she glances over and firmly pushes the black key, smiling back at the group. Mr. A 
works with the cellos for a minute, making a funny joke that gets the whole group to 
laugh before continuing with the piece. Ashley returns to watching, nodding, and smiling. 
“It’s time to record,” Mr. A announces in a confident tone, he walks over to his 
computer station and clicks a few buttons before returning to the podium, lifting his 
hands, and magically starting the group. The orchestra performs an inspiring run-through 
of the festive compilation. “Great,” he says, “I’ll put that on Google Classroom. Make 
sure you come back with your three points of feedback.” Mr. A flips over the music score 
and hollers “Polar Express! Ashley, take the trumpets.” Ashley proudly stands up with a 
huge smile and walks to a side practice room with two trumpet students. “Let’s start at 
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the top.” Mr. A restarts the rehearsal with the rest of the ensemble. 
Ashley stands in front of the two trumpet players in a small room filled with old 
college posters. Ashley has them play through a few notes and then jumps right into the 
piece. She knows what section they need to work from prior conversations with Mr. A. 
Although her primary performance area is voice, her experience as a trumpet player over 
the years fills her with confidence. “Alright, let’s work on measure 37,” she says in a 
clear, peppy voice. With a quick count off, they start playing. Ashley loves the idea of 
helping students get better at music. Even a challenging section is exciting to her. She 
fully embraces the moment with joy. 
Back in the main room, Mr. A continues with the rest of the group. During a brief 
break a couple of minutes later, Mr. A tilts his head in the direction of the small practice 
room, as if to better hear how Ashley is doing. Through the poorly attenuated wall, the 
group hears the trumpets fumble through a melody. “Well, that’s the section that they 
need to work on,” he says to the group with a smirk.  
Both Ashley and Mr. A continue with their work until the period concludes with 
the bell. Ashley walks out of the practice room with a smile, proud of the work they 
accomplished. As students pack up and go on their way, Mr. A and Ashley chat. Ashley 
enjoys hearing from Mr. A and absorbs his pearls of wisdom, cultivated over 13 years of 
teaching. In prior discussions, he had described his desire to be available to students 
before and after school, his love for education, and not being the students’ friend, a lesson 
that he learned his first year of teaching. Today, Mr. A takes the opportunity to describe 
the value of modeling for students on their instruments. Ashley nods and agrees, and 
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admits that she doesn’t remember much of the woodwind fingerings. In that moment, she 
feels like she has a lot still to learn. Mr. A glances at his watch and asks, “Hey, wanna 
help with our swing choir next period?” “Suuuure!” Ashley enthusiastically answers and 
they head off to the choir room next door. 
As they walk into the other room, Mr. A asks Ashley what she wants the students 
to call her. “Ms. P works,” she responds. At that moment she recalls that she wasn’t 
formally introduced to the other groups. Not that she was ignored, but just not 
intentionally introduced. “Hello everyone,” Mr. A says to the 30 students seated in a 
semi-circle. “This is Ms. P. She is going to be working with us today.” Ashley feels two 
inches taller. The group sings a little before Mr. A asks her to make some comments. She 
talks about styling and some visual things that they needed to do. As a vocalist, she feels 
like she has something to offer. Mr. A knows jazz, but he is not a vocalist. She feels 
confident that she could help Mr. A and the students. 
A little later, as she leaves the site, she thinks, “It’s a cool opportunity to get to 
work with these students. Mr. A is a great teacher. Man, I like my site.” 
Ashley’s Emergent Themes 
Ashley’s confidence propelled her into her field experiences. Her broad set of 
musical skills acted as a springboard for her participation at her practicum site. Overall, 
she reported having a great practicum experience; however, Ashley expressed frustration 
with the check-in process, and recalled a few awkward moments. Although Mr. A 
provided opportunities to participate in the final weeks of the practicum, Ashley and her 
cooperating teacher recognized her desire for a more significant role. 
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Participation. Several factors facilitated Ashley’s level of participation at her 
practicum site. These factors included her personality, knowledgeability, and 
opportunities to participate. 
Personality as a facilitative factor. Ashley is naturally outgoing and personable. 
“I feel like I’m pretty confident person of myself, so I’m fine being in a room not 
knowing anyone and walking in” she described (Ashley-Final Interview). Mr. A, 
Ashley’s cooperating teacher, recognized and noted her confidence, stating, “I mean 
Ashley’s... she’s great. She means business and I could see that from the moment she 
stepped in the door. I’m like, ‘Okay!’” (Ashley-Cooperating Teacher Interview). 
Ashley’s self-assured determination gave her the confidence to jump in with both feet. 
“Well, I’m here. I don’t care what I do, just give me experience,” she remarked (Ashley-
Final Interview). This mantra propelled Ashley forward, and when opportunities for 
participation arose, she took them.  
During her first day of practicum, Ashley recounted, “Mr. A was doing sectionals 
that day… So, he just was like, ‘Go ahead, and you can bounce around and just kind of 
see how they’re doing’” (Ashley-Practicum Reflection 1). She made her way through 
various sections, checking in, and offering her thoughts, 
I went over to the alto saxophones and the horns. . . . . I was really starting to 
work with them, they actually had a really good sound together and they had 
pretty good, just overall confidence about them… That section leader who was 
leading, she was very interested in my help. (Ashley-Practicum Reflection 1) 




All right! Well, go ahead and put your stuff down, just leave your stuff here, 
because as you would in a real fire. So leave everything here and we are going to 
go out to where you guys normally do. (Practicum Reflection 1)  
Despite this interruption, Ashley took the opportunity to build rapport with her 
cooperating teacher. As they waited to be released to return to the classroom, Ashley 
asked questions about Mr. A’s program and his background while he reciprocally 
inquired about her musical experience and history, fostering a sense of mutual respect 
and regard. The fire alarm interruption could have shaken some visiting students, or the 
discomfort of idle time may have become punctuated by awkward silence, but Ashley 
was not intimidated in the least. 
Knowledgeability as a constraining and facilitative factor. Joined with her 
confidence, Ashley came into the practicum experience with a broad set of skills. 
I think my background as a trumpet player and vocalist has given me many 
advantages in the classroom. I tend to understand most band jargon as well as 
being able to use techniques from both to explain what I’m looking for. I think 
taking all the methods classes has really been helpful so I know at least basics 
about everything and how to teach that, then getting to build off of it in classroom 
situations. (Ashley-Practicum Questionnaire) 
These experiences supported her ability to step into multiple facets of her practicum. She 
recalled working with different sections of the band,  
I really enjoyed working with the trumpets since it is a comfortable area for me. I 
enjoyed breaking down sections of music and watching them get better every time 
they played it. Or if they were struggling, getting to find the breakthrough of how 
they could play it correctly. (Ashley-Practicum Questionnaire) 
Likewise, Ashley recalled sharing her expertise as a vocalist, “Working with his vocal 
jazz was fun because Mr. A is not a vocalist. So it was an area I really felt I could help 
give him some experience and knowledge that he might not know” (Ashley-Practicum 
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Questionnaire). Further, Ashley noted that the expertise she brought to the experience 
was not only received, but welcomed by her cooperating teacher, 
I suggested to the vocal jazz to hold out their last note a bit longer and add a 
moving last note trill to one of the sopranos giving it more color. I told them just a 
suggestion they didn’t have to add it but Mr. A was like “No that’s great, add it!” 
So they did. He seemed very open and accepting of my comments and 
suggestions. (Ashley-Practicum Questionnaire) 
During her final interview, Ashley expanded on this thought by adding, 
The funny thing is I know more than Mr. A because it’s my field. . . . . And so, to 
say little things that he was even like, “No, I like that. That’s great.” It’s like, “Oh, 
okay.” That affirmed me in like, I know what I’m talking about. I know this 
subject. (Ashley-Final Interview)  
 Ashley noted less participation with ensembles that she had less expertise and 
content knowledge, 
Well, strings-wise, I was totally fine with just sitting because I’m like, “I don’t 
know anything.” They had an amazing jazz band. I didn’t feel like I needed to 
jump in and help with jazz band. They were running stuff on their own. . . . I felt 
very comfortable not helping with those certain aspects. I was like, “For that, I 
don’t know as much. And I’m learning by watching more than I would be 
helping.” (Ashley-Final Interview) 
Ashley, recognized her cooperating teacher’s expertise in jazz. In response to watching 
him work on nuances beyond her expertise, she stated, “I don’t know as much [as he 
does]” (Ashley-Final Interview). In these situations, she felt that retreating to an 
observational role afforded the greatest benefit. She recalled, “I love sitting behind the 
violins… because I know nothing. [thinking] ‘Oh, that’s how you do it’” (Ashley-
Informal Interview). Despite her willingness to remain as an observer and allow Mr. A’s 
expertise to educate her, Ashley’s cooperating teacher continued to draw her into the 
process, utilizing her strengths as a musician. 
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Opportunities to participate as a facilitative factor. Ashley’s eagerness set a tone 
for her practicum experience. Mr. A recognized that she had much to offer and a desire to 
be involved, “I was using her more as an asset in the class” (Ashley-Cooperating Teacher 
Interview). Ashley noted, “I felt like he always was confident in me and knew that I 
would have good input to give,” Ashley recalled (Ashley-Practicum Questionnaire).  
Ashley’s participation during her practicum was empowered not only by initiative 
and experience, but also her cooperating teacher who actively provided the opportunity to 
participate. Mr. A recalled his two-way approach to having students visit his program. 
For me, it’s great because they get the experience of working with the students 
and I get support. Because I’d say all of the people that have come in here, they’re 
competent in what they’re doing and they want to teach. So it’s good for them to 
have those interactions with the students in a supervised environment. (Ashley-
Cooperating Teacher Interview) 
Thus, the combination of Ashley’s confidence and her cooperating teacher’s desire to 
utilize her skills helped support a rewarding practicum experience. 
Challenges and obstacles. Ashley only reported a few obstacles and challenges 
throughout her practicum experience. Even still, those obstacles had minimal effect on 
her perception of the overall experience. 
Check-in and introductions. Ashley reported two divergent encounters 
concerning her introduction to Mr. A’s ensembles. The first class she visited was band. In 
this class, her cooperating teacher failed to introduce her to the class. This created 
awkwardness between her and the students that first day. Ashley recounted,  
The first time I was a little uncomfortable just because it was sectionals, so it was 
different. So, I was just kind of bouncing around to different ones, and they didn’t 
know me, and I didn’t know them. And so, it’s kind of that like, “Why is this 
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person helping us?” And so, I would just walk into a sectional and be like, “Hi, 
I’m a student. This is who I am I’m here to help you.” (Ashley-Final Interview) 
She further recalled, 
I started with the flutes, and it was just a really quiet group. The student that was 
leading was just very quiet leader. And, wasn’t super confident, and so, I helped 
out a little bit with some rhythms. Which was cool, and they seemed pretty 
susceptible. They looked like, a little annoyed. (Ashley-Practicum Reflection 1) 
Ashley suggested that an introduction would have provided a sense of validation. “I wish 
he would’ve introduced me to each class I sat in just so the students knew who I was and 
when I did give feedback I think it would’ve had a heavier weight” (Ashley-Practicum 
Questionnaire). 
Ashley’s experience with the choir was markedly different. Before entering the 
classroom, Mr. A asked her what she wanted to be called, and she responded that she 
would like to be introduced by her last name. Ashley recalled that being introduced to the 
class “felt great,” and not only oriented the students to her, but acknowledged her role in 
the classroom.  
Despite a missing introduction during her initial visit, Ashley felt welcomed 
during sectionals at her practicum site. 
I never felt really uncomfortable in any of those situations. I felt pretty welcomed, 
but it was building that connection. Once I started going, and me and Mr. A, we 
had a connection now. And he was expecting me. He would let me do things, just 
be like, “Oh, go work with the trumpets.” You walked in knowing that, “All right, 
he knows I’m here. He knows me. He’s going to work with me, giving me 
experience.” That kind of thing. (Ashley-Final Interview) 
Even though Mr. A intentionally included her and made her feel like an equal, the check-
in process served as a consistent reminder that she was a visitor.  
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What was really annoying, though, was that band room was here, and then you 
walked past it to go to the office and check in, and then come back. So, I was like, 
“Oh, it’s just an extra step, [but I] have to do it because it’s the right thing to do. 
They have to know I’m here if there’s a fire or something.” But I always just 
wanted to go straight to the band room. (Ashley-Final Interview) 
Lack of communication. Although Ashley had opportunities to work with 
students at her practicum site, she stated, “I would’ve liked conducting time and podium 
time” (Ashley-Final Interview). She cited respect for her cooperating teacher and his 
ensemble as reasons for not requesting a more interactive role with the students.  
You’re stepping into someone’s classroom, and so being respectful of their time, 
and the fact that they also have a schedule to maintain… I think, again, it’s that 
idea of respecting the classroom and not wanting to be like, “Oh, well, let me 
teach your [ensemble].” I didn’t really want to interrupt the classroom flow of the 
[rehearsal]. (Ashley-Final Interview). 
It was not until the second to last week of her practicum experience that Ashley’s 
cooperating teacher asked, 
“Are [you] supposed to be observing or teaching?” And I was like, “Really, 
whatever you’re comfortable with. I would love to do some teaching. That’s up to 
you.” And he was like, “Oh, I would’ve given you scores the first day.” So a little 
bit of a missed opportunity there. (Ashley-Practicum Reflection 8) 
Mr. A, confirmed Ashley’s recollection, 
I came up to her, and I’m like, “Are you supposed to be teaching? Are you 
supposed to be doing something in this class?” And I told her, I said, “if you 
would have told me you wanted to do something, I would have given you the 
score. I would have given you rehearsal time.” (Ashley-Cooperating Teacher 
Interview)  
Unfortunately, a lack of communication kept Ashley from being offered the role 
she desired. Reflecting back, Ashley stated that if she could turn back time, she would 
“probably be more assertive and like, ‘Hey, I want to conduct’” (Ashley-Final Interview). 
As the university supervisor, I provided clear directives to the students to work with 
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participating teachers to arrange activities and initiated an initial correspondence with the 
cooperating teachers; however, there remained a disconnect between expectations and 
desired outcomes.  
University supervisor. As the university supervisor, I did not meddle in Ashley’s 
placement. I visited Mr. A’s classroom to check-in approximately halfway through the 
practicum. Further, I occasionally asked Ashley about her practicum, to which I always 
received positive reports. As with the other cooperating teacher-student dyads, I 
communicated with Mr. A prior to the practicum and shared my desire for Ashley to have 
“elevated opportunities to participate.” Additionally, I articulated my expectations on the 
course learning management system and verbally in class. Otherwise, I maintained a 
cursory role throughout her experience. 
Participant Summary 
Ashley’s participation and commitment to the practicum experiences were evident 
throughout. She had confidence in her abilities and relied on the knowledge and expertise 
she brought to the experience while being open to learning and assimilating skills 
modeled by her cooperating teacher. Although Ashley experienced a few setbacks along 
the way, she took each in stride. If anything, she incorporated the challenges as 
opportunities for learning. 
The Arts Conference 
Conference Vignette 
Tim, Kelly, and Ashley step out of the small amphitheater and begin walking 
towards the next building. 
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I am so glad I found you guys in there,” Kelly says with a sigh of relief. “The 
opening session was in the other building last year.” 
“Yeah,” Ashley adds, “it was in the theater last year. So what sessions are you 
guys going to?” 
“I am just here to learn,” Kelly exclaims. 
In chimes Noah, a recent music education graduate who is currently student 
teaching, “You guys should totally go to the bowing session.” Kelly and Tim nod their 
heads and make a mental note of the session Noah suggested. Together they walk up the 
stairs of the old building. On approach to the room, they begin to slow down cautiously. 
Inside the door is a large room filled with chairs configured into circles of six.  
As Kelly looks around the room, she notices a group of teachers casually standing 
near the water containers, chatting, as if they were in the coffee shop. “Those teachers are 
kind of a clique,” she thinks, “it isn’t just the students.”  
“Come on in and take a seat,” the presenter states, interrupting Kelly’s internal 
dialog. 
At this point, it was clear that they are going to have to meet new people. Even 
Ashley, the most outgoing of the trio, is a little overwhelmed at the prospect of being 
separated.  
Tim is worried. He is introverted and knows it is going to take some energy to get 
through this session. The three students find seats near each other and begin the awkward 
process of introducing themselves to the people in their circle. Kelly soon realizes that 
she is the only non-classroom teacher in her group. She continues to smile, nervously. 
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“Okay,” the presenter shouts with a huge smile, “I want you to start by sharing 
how you teach creativity in your classroom.”  
Kelly’s eyes widen. “Okay,” she thinks, “let’s think of something...”  
Tim feels out of place. He is surrounded by professionals who are talking about 
what they do every day, while he is racking his brain to come up with something.  
Another college student across the circle begins to share as if he were a twenty-
year veteran teacher. To Tim, it feels like he is showing off more than sharing, but all he 
can think about is his total lack of teaching experience. Ashley, who is rarely at a loss for 
words, immediately goes into action. She uses her experience teaching private lessons 
and shares a response confidently to the group. She knows that it is not the same as a 
teacher, but that is what she knows at this point. The presenter continues by asking other 
probing questions for the groups before asking everyone in the room to find a new seat. 
The students set off on separate paths, bound for new circles of strangers. 
Later in the day, the students all come together for the “Collegiate Lunch. “As 
Tim enters the small room, he notices 30 college-aged students sitting in small circles, 
chatting while they eat from their white box lunches. Tim sees Ashley and Kelly appear 
to be reasonably comfortable, but there are no seats for him. He hears one student 
chatting about his placement at a local high school. “So my master teacher and I were 
debriefing about my teaching session…” 
Another student, “I had so much fun conducting last rehearsal…”  
Yet another student, “So when we were at the national music education 
conference, in Washington D.C….” 
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Instantly, Tim feels tiny. “Everyone here knows more than I do…” Although other 
college students surround him, he feels insignificant. “I have nothing to share,” he 
anxiously thinks to himself. He sits down in a chair, introduces himself, “Hi! I’m Tim,” 
and rides out the session avoiding conversation whenever possible. 
Conference Emergent Themes  
Designed to bring together arts educators from around the region, the music 
educator track of the arts conference provided an opportunity for music education 
students to participate in a professional development experience. Both facilitating and 
constraining factors influenced participant engagement. Additionally, each participant 
encountered challenges and obstacles as they navigated the day.  
Participation. Although all participants attended the conference, their 
experiences and levels of participation were unique. Peer connections and the conference 
design factored into the participation of each participant.  
Peer connections as a facilitative factor. From the first session on, the students 
were required to participate like other music educators, which provided some angst for 
the participants. Although at times they felt uncomfortable, they found solace in familiar 
faces that helped them navigate the experience. Ashley and Tim valued the advice that 
Noah, a recent music education graduate from their university, provided. Because he had 
attended the conference before, he was able to provide insight on which sessions to 
attend. Ashley recalled, “When Noah was like, ‘Go to this one, because he’s great!’ Then 
I was like, ‘Okay, I have a reference. I’m going to go’” (Ashley-Final Interview). Tim 
expressed similar sentiments. 
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[Noah] is not that much older than us. He was a really nice guy. And he came 
over at one point and was saying like, “Hey, if this applies to you, go to this one. 
If this applies, go to this session.” He had a really helpful, guiding hand of what 
he thought was most important. (Tim-Final Interview) 
Beyond advice on which session to attend, Tim identified the intermediary role 
that Noah played, “[It] was nice to see someone who’s started getting into that system be 
able to kind of help us along. So, that was a little bit of bridging the gap a little bit” (Tim-
Final Interview). Further, Jeff, a fellow music education major who had begun his music 
education degree after several years of music coaching in the area, provided a point of 
connection to several music educators in the district. Tim noted, “First of all, was Jeff 
because he was with us. . . . He’s a student now, but he’s been a teacher for a long time” 
(Tim-Final Interview). By having one foot in both the education and the student spheres, 
Noah and Jeff helped the students approach some of the challenges the day presented. 
Conference design as a facilitative factor. Throughout the day, the study 
participants selected from a queue of sessions. In a way, they controlled the topical focus 
of their day. With the exception of the collegiate lunch, the participants were fully 
immersed with music educators. There were several sessions that were designed to teach 
the attendees how to broaden or deepen a set of skills in music and teaching. In these 
sessions, everyone in attendance was a student to a degree. The participants found that 
they learned the most in these sessions, “Having professionals go over several different 
ways to remember and teach the methods was extremely useful” (Tim-Conference 
Reflection). Later Tim remarked, 
This was definitely a contender for the most practically useful of any of the 
sessions. I took string methods last semester, and by far the hardest part was 
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trying to learn how to grip the bow, make a good sound, and not compromise the 
grip. (Tim-Conference Reflection) 
Ashley also stated that the strings session was beneficial and that she learned 
more in that session than her strings methods class at the university. Additionally, Kelly 
acknowledged, “The string seminar was helpful because I think we all had similar 
thoughts about making sure students were playing comfortably and correctly” (Kelly-
Conference Brainstorm). 
Similarly, the session entitled “Let’s Talk Band” was practical as it gave a 
glimpse into the world of teaching band. Specifically, the session focused on fundraising, 
festivals, focus, and field shows. Although these topics fill much of a high school band 
director’s workload, they are infrequently discussed or taught in depth in the university 
setting. With his limited band experience, Tim noted, “It was still very helpful just to 
listen and take notes to get my brain turning on how to plan ahead for these realistic 
problems I might not otherwise think to prepare for” (Tim-Conference Reflection). 
Regarding fundraising, Ashley added,  
I think that was really helpful because that’s something you struggle with, 
especially as a new teacher, is how do you keep your funds, how do you raise 
money quickly and successfully. So talking about that, what worked for her and 
then hearing other people’s ideas, and we had a few people share how that worked 
really well. (Ashley-Conference Reflection) 
While Tim and Ashley attended the high school band session, Kelly ventured out 
on her own and sat in on a session about student leadership presented by one of her 
university professors. Although she did not elaborate on the benefits of the session 
content, Kelly noted that knowing the presenter made her feel more comfortable in that 
environment. Kelly’s reference to feeling more comfortable in a session with a presenter 
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she knew, as well as Tim and Ashley’s decision to attend all sessions together, highlights 
how the conference design may also have enabled participants to constrain their own 
participation. Each participant chose comfort instead of venturing out and selecting 
sessions that may have better suited their needs or interests.  
Challenges and obstacles. The participants noted conference sessions that 
required their interaction with practitioners caused discomfort and subsequently pushed 
them out of their comfort zone. Participants reported feeling more at home amongst their 
peers; however, even these experiences caused some apprehension. 
Being a student amongst practitioners. Designed as a general session for all 
conference attendees, the first session highlighted the chasm between educators and 
students. As described in the conference vignette, the college students felt somewhat 
alienated by the discussion of “teaching practices” in the opening session. The study 
participants mentioned how the discussion and introductory questions exposed their 
position as students. Tim recalled, 
I did feel very out of place sometimes. When I was surrounded by professionals 
who were talking about what they do every day, while I was just racking my brain 
as fast as I could to come up with ideas since I have no experience teaching. 
(Tim-Conference Reflection) 
Ashley added,  
It was all working teachers, and then there was the college age, which some of us 
we’re working, but it’s different. We don’t have our own classroom. And we 
haven’t been teaching for years, and so there were little things that I was like, 
“Oh, I didn’t even know you could do that.” I was like, “That’s cool to know for 
when I’m a teacher.” So, I did to get good ideas, but it was also like, “All right, I 
don’t really know where I fit in here.” (Ashley-Final Interview) 
Although Kelly also felt out of place during the opening session, she embraced 
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her student status and noted that, “telling people I was a student made me feel better” 
(Kelly-Conference Brainstorm). Ashley, on the other hand, found some peace knowing 
that there were other college students experiencing the same awkwardness. 
I felt out of place and kinda awkward but I would try and put it in my perspective 
in what I’ve seen or even what I’ve taught for my trumpet student. I was happy 
there were [other college] students as well because then we weren’t alone in 
feeling like that. (Ashley-Conference Reflection) 
Out of place amongst peers. In the middle of the day, the conference provided a 
collegiate lunch as an alternative to the general box lunch gathering. With the exception 
of a small number of student teachers and credential students, the room was full of fellow 
undergraduate music education students. Ashley and Kelly found the collegiate lunch to 
be one of the most comforting portions of the day. 
Just knowing people in your same situation, I think is nice. And you have things 
in common, so you automatically have ground to start on, and networking from 
there, because those are going to be our future teachers that we’re working with, 
which is super cool. (Ashley-Conference Reflection) 
Interestingly, despite its design to provide a “home” for college students, Tim 
identified the lunch as the most challenging part of his day. “I was probably least 
confident at the [collegiate] lunch. I felt a little behind the others and, like, I’m not ready 
to face up to a lot of what these upperclassmen/graduates are facing,” Tim expressed 
(Tim-Conference Reflection). For Tim, the luncheon with fellow music education 
students provided another indication of the disparity between him and his peers. Tim 
further identified, “I felt better when I was able to soak in knowledge and write down 
important stuff and know that I’ll be able to use those tips and advice someday” (Tim-
Conference Reflection). Thus, Tim felt most comfortable when he could blend into a 
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session and be taught rather than put on pretenses. 
University supervisor. At the conference, I attempted to maintain an 
observational role whenever possible. I moved around and observed the participants and 
other students in various sessions. Further, I intentionally avoided swaying participants’ 
session choices and their involvement in sessions. As a collegiate representative for the 
regional music education association, I facilitated the collegiate lunch session; however, I 
attempted not to influence the study participant’s conference experience. 
Summary of Findings 
Various factors either constrained or facilitated the participants’ participation 
during observations, practicum, and at the arts conference. The level of the participant’s 
knowledgeability, either limited or enhanced their level of participation at the school 
sites. Tim’s lack of participation at his practicum site stemmed from his lack of 
coursework and experiences in band. Conversely, Kelly’s and Ashley’s prior experience 
and knowledgeability in instrumental settings allowed them to take on elevated 
opportunities. Further, whereas Ashley and Kelly were invited into teaching experiences 
by their cooperating teachers, Mr. E did not extend opportunities to Tim, nor did Tim take 
the initiative to ask. Thus, participant personalities further constrained or facilitated their 
level of participation. Ashley’s confidence propelled her into opportunities, whereas 
Kelly teetered between participation and non-participation in classroom activities. Kelly’s 
self-doubt and lack of confidence almost precluded her from taking on teaching 
opportunities. Finally, Tim’s introverted nature jived with his decision to maintain an 
observational stance, despite the expectations to participate. 
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Participants identified both challenges and obstacles as they navigated their field 
experiences. For each participant, the school check-in process acted as an obstacle that 
they had to negotiate. Ashley reported annoyance with the additional step, whereas Tim 
was caught off-guard and overwhelmed by the site visitation procedures. Kelly expressed 
feeling interrogated and uncomfortable. These initial encounters with the school sites 
compounded the challenges of their field experiences. 
Further, each participant identified how introductions influenced their 
experiences. Tim’s flippant introduction to Mr. E’s class appeared to further the divide 
between him and any potential involvement. Kelly and Ashley cited the value of being 
introduced to the class with a formal title. Additionally, at the arts conference, the 
denotation of participants as students on their name badges set them apart from other 
conference attendees. Finally, participants identified how unfamiliar music and school 
jargon posed a challenge, and at times acted as an obstacle. Tim’s overall lack of musical 
knowledge left him feeling confused and disoriented. Similarly, Kelly encountered 
moments where jargon and exercises caused her to question her knowledgeability of 
string methods.  
Finally, although I intentionally attempted to maintain an observational role, I 
recognized multiple opportunities to support participants’ field experiences. My lack of 
involvement in the oversight of practicum activities, coupled with a misunderstanding 
between Ashley and Mr. A, led to the missed opportunity for earlier participation at 
Ashley’s practicum site. Conversely, without my direct involvement, Kelly would have 
passed on her chance to teach. Thus, it appeared that each participant would have 
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benefitted from my increased involvement in the coordination of their field experiences 




CHAPTER V: DISCUSSION 
The purpose of Chapter 4 was to present a description of the participants’ field 
experience encounters, and identify the themes that emerged through the coding process. 
Additionally, I addressed my positionality and role as university supervisor in relation to 
the participants and their experience throughout the study. This chapter returns to the 
study’s theoretical framework in order to discuss these findings using Communities of 
Practice as an analytic tool. I begin with a review of CoP, followed by the presentation 
and discussion of findings analyzed through the CoP framework. Emergent themes from 
Chapter 4 are reframed using CoP terminology and concepts (see Figure 2) in order to 
address the following research questions: 
1. How do undergraduate field experiences serve as productive encounters for 
negotiating and exploring the boundary between music student and music teacher 
practices? 
2. What tensions occur at the boundary between music student and music teacher 
practices? 
3. Which boundary objects help identify and coordinate music student practices with 
music teacher practices? 




 Figure 2. Emergent themes in Chapter 4 mapped to CoP themes in Chapter 5. 
Review of the CoP Framework 
Wenger et al., (2002) described a Community of Practice (CoP) as a “group of 
people who share a concern, a set of problems, or a passion about a topic, and who 
deepen their knowledge and expertise in this area by interacting on an ongoing basis” (p. 
4). Membership in a CoP becomes established over time through mutual engagement, 
joint enterprise, and shared repertoire. These criteria and expectations that determine 
membership are known as the regime of competence (Wenger, 2010). Thus, the regime of 
competence defines the practices and competences an individual possesses inside, 
outside, and at the boundary of a CoP.  
The term landscape of practice accounts for the vast, and seemingly unlimited 














(Wenger-Trayner & Wenger-Trayner, 2015). To understand one’s positionality in a 
landscape of practice, Wenger-Trayner and Wenger-Trayner (2015) identified three 
modes of identification: engagement, imagination, and alignment. Engagement refers to 
an individual’s “active involvement in mutual processes of negotiation of meaning” 
(Wenger, 1998, p. 173), and provides a means for learning the practices of a community. 
Secondarily, as individuals journey through the landscape, they must orient themselves, 
and construct an image of the landscape in order to understand who they are in it. This 
process involves viewing oneself from various perspectives, and exploring, through 
imagination, new possibilities. Finally, alignment entails coordinating one’s actions and 
activities in such a manner that they align with the greater constructs of the community. 
Through these modes, an individual either identifies or dis-identifies with a CoP.  
A landscape of practice consists of a “complex system of communities of practice 
and the boundaries between them” (Wenger-Trayner & Wenger-Trayner, 2015, p. 13). 
Boundaries exist anywhere a person does not share the history of a community. 
Boundaries are not always explicit, but their existence is undeniable and unavoidable. 
Encounters with a foreign or unknown regime of competence can challenge an 
individual’s membership. Thus, “boundaries are places of potential misunderstanding and 
confusion arising from different regimes of competence, commitments, values, 
repertoires, and perspectives” (Wenger-Trayner & Wenger-Trayner, 2015, p. 17).  
Boundary activities—encounters, practices, and peripheries—occur at the edges, 
overlaps, and in the space between communities of practice. As individuals make paths 
through the landscape of practice and encounter new CoPs, they choose to either engage 
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or move on. Each choice explicitly contributes to their personal trajectories through the 
landscape. Wenger-Trayner and Wenger-Trayner (2015) suggested that a person’s 
experience of learning is his or her journey through the landscape. When an individual 
participates in learning opportunities (i.e., engages with communities within the 
landscape), his or her identity is shaped. Thus, learning is not just the acquisition of 
knowledge; instead, learning forms an individual’s identity. 
Boundary encounters are inherently problematic because there is always a 
negotiation of the relevance, or not, of the competence from one community to the other. 
Although encounters at the boundary of a practice often involve moments of tension, it is 
noteworthy that this is where learning takes place (Wenger, 1998). Thus, it is important to 
intentionally “make boundaries a learning focus rather than assuming or seeking an 
unproblematic applicability of knowledge across practices” (Wenger-Trayner & Wenger-
Trayner, 2015, 18).  
Although boundary crossing often presents challenges, brokers play a significant 
role in facilitating the negotiation of boundary encounters. Brokers are individuals who 
straddle the boundaries of two or more CoPs. These individuals rarely hold full 
membership in either of the CoPs, yet have enough knowledge and competence in both to 
allow for the translation of knowledge between CoPs, and coordinate actions and align 
meanings (Kubiak et al., 2015). Similarly, boundary objects have the ability to bridge two 
CoPs. An object, process or discourse becomes a boundary object when it connects 
perspectives and supports engagement between practices.  
Wenger-Trayner and Wenger-Trayner (2015) present competence and 
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knowledgeability to account for an individual’s varied levels of knowing and 
accountability to CoPs within the landscape. Namely, competence is socially negotiated 
within a community of practice. A member, in good standing with the community, 
maintains accountability to the regime of competence. Knowledgeability, on the other 
hand, involves a broader context of relationships and refers to a “person’s relations to a 
multiplicity of practices across the landscape” (p. 13). 
Discussion 
In Chapter 4, participant profiles and vignettes were shared along with findings 
surrounding the themes of engagement, tensions and messiness, and the role of the 
university supervisor. In this section, I analyze each theme through the CoP framework 
and offer discussion related to the research questions. I address the productive nature of 
varied field experience opportunities, as well as the factors that either facilitate or 
constrain engagement with the music teaching practice. In order to recognize and 
embrace the problematic nature of boundary crossing, I explore the prominent tensions 
participants experienced as a means to recognize these activities as learning assets. After, 
I identify brokers and boundary objects that facilitated and coordinated actions and 
interactions across the music student and music teacher boundaries. 
Engagement: Productive Encounters 
Research Question #1: How do undergraduate field experiences serve as 
productive encounters for negotiating and exploring the boundary between music 
student and music teacher practices? 
To discuss the first research question and identify how undergraduate field 
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experiences serve as productive encounters for negotiating and exploring the music 
teaching boundary, I must first establish what is meant by productive encounter. Wenger 
(1998) asserted that for encounters to open up a practice, they must provide access to the 
three dimensions of a practice: mutual engagement, joint enterprise, and shared 
repertoire. Productive boundary encounters inherently “engage newcomers and provide a 
sense of how the community operates” (p. 100). Additionally, the purpose of engagement 
is to provide direct experience with the regime of competence and “there is no substitute 
for direct engagement in practice as a vehicle for learning the competence of a 
community” (Wenger-Trayner & Wenger-Trayner, 2015, p. 20). Thus, for the purpose of 
this study, field experiences in music education served as productive boundary encounters 
when they provide access to and engagement with the music teaching practice.  
Over the course of this study, participants took part in three field experience 
activities: observations, practicum, and attendance at a professional conference. Although 
each experience provided exposure to the music teaching practice, internal and external 
factors appeared to facilitate or constrain participants’ degree of access and engagement. 
In the following section, I provide an appraisal of each field experience as a productive 
encounter for negotiating and exploring the boundary between the music student and 
music teacher practices. 
General observations. Participants visited various secondary school music 
programs as a means to observe a variety of music teaching situations (i.e. band, 
orchestra, guitar). For each visit, participants completed a guided reflection form and a 
journal entry. Participant journal entries focused on teaching strategies and classroom 
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activities. Participants reported no engagement in classroom teaching activities or 
meaningful conversations with teachers or students. Wenger (1998) presented the term 
peripheries to highlight “various forms of casual but legitimate access to a practice 
without subjecting them to the demands of full membership” (Wenger, 1998, p. 117). In a 
landscape of practice, peripheries reside neither inside or nor outside of the practice, but 
rather are woven into the boundaries of the CoP. Although the purpose of all three field 
experiences (observation, practicum, and arts conference) was to provide boundary 
encounters, observations in this study served instead as a periphery.  
Kelly noted that observations allowed her to see a multiplicity of approaches, 
“they all have their own different thing that’s organized. I’m like, ‘I want that!’” (Kelly-
Final Interview). In alignment with Kelly, Ashley stated, “It was really helpful seeing 
different situations” (Ashley-Final Interview). These comments indicate the potential 
benefits of observation; however, Wenger (1998) suggested that observation provides 
only a one-way connection with the practice making it a “prelude to actual engagement” 
(p. 100).  
Ashley and Kelly noted the benefit of observation. Nevertheless, they both 
expressed a desire to engage in hands-on opportunities. Interestingly, Tim identified from 
the beginning that his goal for the field experiences was to simply observe, stating, 
Where I’m coming from right now, I have almost no practical experience in a 
classroom, teaching, hardly any observing, and so, I think having those hours set 
apart in this semester, to be able to in the classroom, solely for the purpose of 
observing. . . . seeing what works, seeing what doesn’t [Emphasis added]. (Tim-
Initial Interview) 
Tim recognized his unpreparedness to step into a more engaged role. With his limited 
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time in the major, the one-way connection provided through observations appeared both 
welcomed and well-timed. These observation experiences were beneficial for the 
exploration of the boundary, but they did not provide opportunities for engagement with 
the music teaching practice. Thus, the productive nature of these peripheral encounters 
was limited. 
Practicum. The practicum experience offered participants prolonged exposure to 
the music teaching community of practice. Over six weeks, participants repeatedly visited 
a secondary school within the local school district. The participants identified the 
sustained nature of the practicum as a primary benefit of the experience. Ashley noted 
that during observations she felt reasonably welcome, but in practicum, the benefit was  
building that connection. Once I started going . . . and [Mr. A] was expecting me . 
. . he would let me do things, just be like, “Oh, go work with the trumpets!” You 
walked in knowing that . . . he’s going to work with me, giving me experience, 
that kind of thing. (Ashley-Final Interview) 
Kelly acknowledged a deepening of understanding and awareness of the 
interactions and relationships within the classroom. “Going to one place consistently, you 
become open to observe and analyze more things. . . . [As] you keep going you see the 
energy between student and teacher, abstract things like that” (Kelly- Final Interview). 
Despite Tim’s undesirable practicum experience, he acknowledged the advantage 
of practicum over general observations, stating the value of 
being able to build a single relationship that actually could be a bit more lasting. 
Something that where you really get to be integrated into a classroom… I do think 
that there could be a lot of good to come from deepening the one spot a little bit. 
(Tim-Final Interview)  
To promote opportunities for meaningful engagement during the practicum, 
 115 
 
students were tasked to complete three heightened activities, such as running a sectional 
or a portion of a rehearsal. Despite the noted criteria, the actual level of involvement by 
each participant varied. Although cooperating teachers possessed the ability to provide or 
limit the opportunity for the participants to engage in heightened activities, the 
participants’ knowledgeability of content areas, as well as their personalities, additionally 
constrained or facilitated engagement. 
Opportunities to participate—access to the practice. Access is “central to 
membership in communities of practice” (Lave & Wenger, 1991, p. 101). Further, 
Wenger (1998) asserted that “being included in what matters is a requirement for being 
engaged in a community’s practice” (p. 74). In the context of music teacher preparation, 
opportunities to teach embodies such access and engagement. Although participation in 
teaching opportunities provide both access to the practice and engagement in activities 
that matter to the music teaching CoP, the participants experienced varied levels of 
engagement opportunities during their practicum.  
Ashley not only desired to participate during her practicum, but her cooperating 
teacher also made teaching opportunities accessible to her. “He’s given me many 
opportunities to work with sections, such as the trumpets, and has let me make comments 
and suggestions to his vocal jazz group,” Ashley noted (Ashley-Practicum 
Questionnaire). This access to the music teaching practice allowed Ashley to feel like she 
belonged. Ashley recalled a day when Mr. A split the band into sectionals. Mr. A worked 
with the saxophones, a retired teacher worked with the trombones, and coaches came in 
for the clarinets, flutes, and percussion. She added, “I think the low brass worked by 
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themselves, and then I worked with trumpets. . . . So almost every section was covered 
with an upper-level instructor leading them, which was really fun” (Ashley-Practicum 
Reflection 6). In Ashley’s journals, she began to take ownership of her teaching, 
describing pieces as “our songs” (Ashley-Practicum Reflection 6). These moments 
illustrated how Ashley’s opportunities to engage in the music teaching practice, allowed 
her to begin to identify as a member of the music teaching CoP. 
Similarly, Kelly was given an incredible opportunity to engage with the music 
teaching practice through teaching. Kelly stepped into the role reluctantly, but she did 
recall enjoying the experience. Instead of feeling empowered, and asking for more 
responsibility, Kelly retreated to the role of observer, stating that she felt like she wanted 
to watch more and cited a fear of intruding or challenging her cooperating teacher’s role. 
Fenton-O’Creevy, Brigham, et al. (2015) noted that marginality can occur when an 
individual is excluded or chooses to engage only provisionally with the practices of a 
community. In contrast to Ashley, Kelly had access but chose to engage provisionally, 
thus creating her own marginality. Davies (2005) described that “some individuals are 
allowed their choice of participation (to move from peripheral to full/to remain as 
peripheral),” as seen with Ashley and Kelly, respectively. In alignment with Fenton-
O’Creevy, Brigham, et al. (2015), Davies explained that whereas some are allowed a 
choice of participation, “others are marginalized” (p. 566).  
Tim experienced both voluntary and involuntary marginalization. Tim’s 
cooperating teacher, Mr. E, designed his curriculum around SmartMusic, student-led 
sectionals, individual testing, and breakout sessions where students could work through 
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proficiencies, testing, and music theory. The class structure did not offer much 
opportunity for an outsider. Tim recalled,  
There was one day where the orchestra all went to computers to work on 
SmartMusic, and while I was circling around the rooms, I briefly helped a student 
tune his cello, but with Mr. E’s technological ecosystem, there just wasn’t a lot to 
be responsible for. (Tim-Practicum Questionnaire) 
Even during full rehearsals, Tim observed, “there’s not a lot to do there. I mean, 
it’s mostly like, SmartMusic does the heavy lifting there” (Tim-Mid Semester Interview). 
Lave and Wenger (1991) identified, “the understanding to be gained from engagement 
with technology can be extremely varied depending on the form of participation enabled 
by its use” (p. 101). In Tim’s case, technology restricted rather than enabled participation. 
Lave and Wenger further stated that a community of practice could overtly or covertly 
sequester newcomers, and thus prevent participation. Both Mr. E’s personality and the 
setup of his classroom served to sequester Tim. 
Although Tim’s practicum placement lacked the opportunity for participation, 
Tim also chose not to ask for opportunities to participate despite the requirements of the 
practicum assignment. Instead, Tim took a seat in the back of the room and watched. 
Tim’s lack of initiative in requesting opportunities to participate led to his marginality, 
much like Kelly. However, unlike Kelly, Tim also experienced the exclusionary aspect of 
marginalization. Thus, Tim’s practicum experience lacked engagement due to 
sequestration and both voluntary and involuntary marginalization.  
Lave and Wenger’s (1991) assertion that access is central to membership is both 
illuminating and yet incomplete. Although access to the practice is necessary, 
individuals’ imagined trajectories inform how, or if, they engage with the practice, and 
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choose to move towards membership. Wenger (1998) focused primarily on the trajectory 
of an individual from apprenticeship to full membership within a community of practice, 
or an inbound trajectory. Thus, access is central for the individual who desires movement 
towards full membership. However, Fenton-O’Creevy, Brigham, et al. (2015) identified 
the multiplicity of trajectories within a landscape of practice, noting that not everyone 
who encounters a CoP is on an inbound trajectory. Instead, some individuals traverse a 
tourist or sojourner trajectory, choosing to simply pass through a community of practice. 
Although access is essential for tourists and sojourners, the level of engagement with 
participatory opportunities determines the depth of movement into a CoP.  
Regrettably, the length of this study prohibits a longitudinal analysis of 
participants’ trajectories; however, a precursory examination is insightful. Although 
Ashley and Kelly had equal opportunities to participate (i.e., access to the practice), they 
chose different trajectories. Highlighted by her desire to retreat from fully participating in 
her practicum, Kelly’s experience resembles one of a tourist or a sojourner. During her 
practicum, Kelly seemed to have no intention of staying or progressing in the music 
teaching CoP. The brevity of Tim’s journey as a music student adds to the ambiguity of 
his trajectory, Tim’s minimal desire, combined with a lack of opportunity for 
participation in the practice, implies a tourist or even a marginal trajectory. Contrary to 
both Kelly and Tim, Ashley’s high-level participation, coupled with her imagined 
trajectory within the music teaching CoP, aligns with Wenger’s conception of an inbound 
trajectory. Thus, the participants’ imagined trajectories informed their level of 
engagement with their respective opportunities (or lack thereof) to participate. 
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Knowledgeability and competence. Competence is socially negotiated within a 
community of practice through mutual engagement, accountability to the enterprise, and 
negotiation of the repertoire. Consequently, a competent individual’s connections, 
engagements, status, and legitimacy become recognizable by members of the CoP. 
Whereas a CoP negotiates competence, the landscape of practice negotiates 
knowledgeability. Knowledgeability is the ability to talk about practices without claiming 
competence (Omidvar & Kislov, 2014). Wenger-Trayner and Wenger-Trayner (2015) 
furthered the dialogue, stating, “we expect practitioners to be competent in their own 
practice,” but knowledgeable “with respect to the practices in the landscape relevant to 
their specialization” (pp. 22–23). For this study, experiences in student leadership, 
conducting, methods courses, and ensemble participation appeared to play a role in the 
development of the music students’ knowledgeability. The participants’ level of 
knowledgeability facilitated or constrained engagement during the practicum experience.  
Tim’s practicum experience demonstrated how a lack of competence and 
knowledgeability could constrain the productive potential offered by field experiences. At 
the time of the study, Tim had only completed one music methods course—string 
methods. Wenger (2000) articulated that when the distance between one’s competence 
and experience with a practice becomes too disconnected, learning cannot occur. Wenger 
further stated that such experiences mostly allow someone to learn that they do not 
belong. Tim felt this lack of belonging intimately throughout his practicum.  
Tim identified his lack of knowledgeability in his own words, stating that the 
biggest “takeaway so far from all the times I’ve visited these bands is that I just have no 
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idea what’s going on” (Tim-Mid Semester Interview). Later, when asked if he ever felt 
that he could contribute to the teaching and learning during his practicum band class, he 
explained, “I have no helpful knowledge of brass or wind instruments” (Tim-Practicum 
Questionnaire). Tim frequently cited feeling lost and overwhelmed. Tim’s sentiments 
aligned with Kubiak's et al. (2015) description of how boundary encounters can “result in 
feelings of inadequacy, personal failure, or disengagement” (p. 81). With a slight sense of 
knowledgeability in strings, Tim suggested he could “give some tips on posture, bow 
grip, and help students figure out pitches and fingerings they didn’t understand” (Tim-
Practicum Questionnaire).  
After the study, Tim affirmed his desire to develop his knowledgeability and 
declared, “[I] was not ready and had no idea what I was doing, to be completely honest” 
(Tim-Final Interview). However, Tim acknowledged that his 5 weeks of brass methods 
and basic conducting courses made him feel “ten times more able and just comfortable to 
do something in a classroom” (Tim-Final Interview). Overall, due in part to his lack of 
knowledgeability, Tim’s practicum remained observational, providing only a prelude to 
engagement.  
Knowledgeable individuals are “recognizable as reliable sources of information or 
legitimate providers of service” (Wenger-Trayner & Wenger-Trayner, 2015, p. 23). 
Ashley’s range of experiences in music, and her knowledgeability in band and choir gave 
way to opportunities for engagement at her practicum site. Namely, Ashley was given the 
opportunity to teach the trumpet section and work with the vocal ensemble. Similarly, 
Kelly’s knowledgeability facilitated her opportunity to teach during her practicum. 
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However, for both Ashley and Kelly, as their knowledgeability modulated, so did their 
level of engagement. For example, Ashley recalled being content to sit behind and 
observe the violin section during orchestra. Additionally, Ashley took an observational 
stance during jazz band rehearsals, citing the competence of her cooperating teacher as 
her rationale for her retreat. Likewise, Kelly identified a desire to return to an 
observational role following her teaching experience, stating that she “couldn’t really 
improve from last time” and that she “wasn’t ready to go into more depth” (Kelly-Final 
Interview). 
Personality. Although Wenger (1998) never explicitly identified an individual’s 
personality as a factor in the development and negotiation of a community of practice, he 
did express that the labels we give ourselves, like introverted or extroverted, and the way 
others label us are socially negotiated. Wenger noted that this interplay shapes 
identification, stating “identification is a process that is at once relational and 
experiential, subjective and collective” (p. 191). It stands to reason, therefore, that 
socially negotiated labels (e.g., introvert, extrovert, indifferent, determined), both self-
ascribed by the participants and prescribed by the researcher and cooperating teacher, 
could influence identification and thus affect engagement, and vice versa. 
Participant and cooperating teacher personalities played a role in the opportunity 
for, and level of, engagement with the music teaching practice. In several instances, Tim 
referenced his introverted nature with sentiments, such as “Being someone who is on the 
introverted side. . . which is definitely me,” and “If I was willing to take an extra 
intimidating step and fail or not“ (Tim-Final Interview), and, “I could probably stand to 
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be more confident” (Tim-Practicum Questionnaire). Tim further acknowledged the 
benefit of engaging in practical teaching opportunities but expressed his natural want to 
remain in an observational role. 
My personality is... I would rather have a lot of time to kind of absorb and try to 
get a good idea, instead of some people were like, “Oh, yeah, I’ll try it. I’ll get up 
there, whatever.” And that’s a good way to learn. But naturally it’s not what I 
want to do. (Tim-Final Interview) 
The introverted and reserved side that Tim presented, his cooperating teacher interpreted 
as a lack of interest, remarking, “I honestly don’t know that band and orchestra were 
[Tim’s] thing” (Tim-Cooperating Teacher Interview). Further, Mr. E’s personality 
manifested in his need for order, which limited Tim’s opportunities for engagement. Mr. 
E stated, “I tell the kids all the time, what makes me a good music teacher makes me a 
horrible person. I’m very structured” (Tim-Cooperating Teacher Interview). Mr. E’s 
structured nature left little room for an outsider to participate, especially one, like Tim, 
who lacked confidence and zeal. 
In contrast, Ashley identified, “I feel like I’m a pretty confident person” (Ashley-
Final Interview). Ashley’s cooperating teacher noted and respected her confidence, 
stating, “I mean Ashley’s... she’s great. She means business” (Ashley-Cooperating 
Teacher Interview). Ashley’s confidence and willingness to step into any experience, 
coupled with Mr. A’s similar exuberance and openness, unlocked multiple opportunities 
for engagement. 
The interplay between Kelly and her cooperating teacher and university 
supervisor highlights the social negotiation of self and personality through engagement. 
Kelly often expressed self-doubt and uncertainty. Her natural desire was to remain in an 
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observational role. Without outside influence, it is doubtful Kelly would have asked for 
opportunities to engage during her practicum, despite the instruction to do so; however, 
Ms. U sought to draw Kelly out and offered an opportunity for engagement. Even still, 
Kelly initially turned down the opportunity to teach. For Kelly to step out of her self-
doubt, input from her university supervisor was needed. Despite Kelly’s natural 
inclination to retreat, she acquiesced when her abilities were identified and bolstered by 
her university supervisor. The social negotiation of this experience seemed to inform and 
influence Kelly’s identification with the music teaching CoP. 
Summary of practicum engagement. As identified, access to and engagement 
with the practice play an integral role in opening up a practice to newcomers. Thus, as 
designed, the practicum experience appeared well-positioned as a productive boundary 
encounter by providing the opportunity for access and engagement with the music 
teaching CoP; however, the findings revealed that even with access, engagement could be 
constrained or facilitated by several factors. Knowledgeability (or lack thereof), as well 
as individual personality attributes of both the participants and their cooperating teachers, 
directly influenced the level and degree of opportunity to participate in activities that 
matter to the music teaching practice. These factors and their interplay with the practice 
itself illuminate the messiness that Wenger-Trayner and Wenger-Trayner (2015) 
identified as inescapable at a boundary. Although each participant had varying degrees of 
engagement with the music teaching practice, overall, the practicum did provide access 
and opportunity for engagement, thus serving as a productive encounter for the 




Professional arts conference. The participants attended a regional arts 
conference roughly halfway through the data collection period. The conference opened 
with a general keynote address, followed by a general session for all music teachers. 
During the remainder of the day, participants chose three sessions from a list of seventeen 
options covering a range of topics including pedagogy, various teaching practices by 
grade level, literature selection, improvisation and creativity, advocacy, and student 
leadership. As collegiate attendees, the participants had access to all seventeen sessions 
but were asked to attend a collegiate lunch with students from surrounding universities.  
Whereas observations and practicum experiences allowed participants to visit 
individual classrooms and teachers, the professional arts conference introduced 
participants to the larger music teaching community. At the conference, music educators 
convened around topics and sessions relevant to their profession. Viewed through the 
CoP framework, members of the music teaching CoP had the opportunity to negotiate 
their shared repertoire and practices. Thus, the conference provided participants with 
intimate exposure to the music teaching regime of competence. Wenger-Trayner and 
Wenger-Trayner (2015) noted that the regime of competence pulls and transforms the 
experiences of a newcomer. Although this space can be, and often is, uncomfortable, 
Wenger-Trayner and Wenger-Trayner explained that learning occurs as an individual 
engages with the regime of competence of a CoP, and aligns and realigns one’s personal 
experience with the competence of community.  
Wenger-Trayner and Wenger-Trayner (2015) asserted that as newcomers 
 125 
 
encounter unfamiliar regimes of competence, they can feel considerable discomfort and 
tension. Tim’s comment, “I did feel very out of place sometimes when I was surrounded 
by professionals who were talking about what they do every day” (Tim-Conference 
Reflection), exemplifies this point. Similarly, Kelly identified how the people at the 
conference were “settled into their profession” (Kelly-Final Interview). She further 
suggested that “connections” were the most challenging part of the conference. The 
shared history of the music teachers created a distinct boundary.  
Although the participants recognized the discomfort they felt as they encountered 
the music teaching practice, engagement with the regime of competence appeared 
beneficial. When asked about the value of attending the conference, the participants noted 
the range and multiplicity of being a music teacher. Tim realized that information taught 
in the university setting, although useful, does not fully equate to the knowledge needed 
to enter into the profession. Tim stated,  
I think in a university setting, in a lot of different areas of study, a lot of time is 
spent on these kind of lofty overarching concepts, sort of academia kind of stuff. 
And I think in some jobs like teaching, as important as that stuff is, you can 
sometimes get there and realize that there’s a million little things every minute 
that you practically weren’t really prepared for. (Tim-Final Interview) 
Kelly noted a similar experience, “There’s so many things you have to do besides 
teaching music” (Kelly-Final Interview). Ashley identified the importance of “the 
knowledge we get from . . . teachers, that we can use when we’re in a classroom” 
(Ashley-Final Interview). These statements point to the value of the conference, and the 
importance of engagement with a CoP’s regime of competence, the aspects of the 
community that go beyond knowledge alone. 
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Facilitative and constraining factors. At the conference, participants had the 
ability to attend 4 of 17 sessions. Participants could choose to attend sessions that were in 
their comfort zone, or they could choose the unknown. Participants had multiple 
opportunities to expand their knowledge of the music teaching practice; however, all 
three participants made choices that limited their discomfort. Kelly chose to select a 
session that was led by one of her current professors, and Tim and Ashley opted to attend 
all their sessions together. Ashley stated, however, that she regretted her session selection 
after hearing about another session from a classmate. This autonomy over their 
conference experience was both facilitative and constraining. 
Additionally, all three participants chose to attend a session suggested by Noah, a 
recent graduate. In this instance, the participants identified the facilitative value provided 
by Noah whom they saw as an individual more engaged with the music teaching practice. 
Similarly, Jeff—a more experienced peer with considerable history with the music 
teaching community—offered connections to practitioners. These relationships and their 
influence on the participants’ experiences are discussed further (see Brokering), but are 
identified here to highlight the facilitative value of these relationships. It appears that 
these intermediary connections minimized areas of discomfort and mitigated some of the 
potential challenges the participants faced. 
Similar to the discussion of personality as a facilitative and constraining factor 
during the participants’ practicum experiences, individual personality attributes appeared 
to influence their conference experience directly. Tim’s introverted nature and lack of 
knowledge in music education informed his desire to remain hidden amongst the crowd. 
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Not wanting to draw attention to himself, he seemed most contented to attend sessions 
that allowed him to absorb information through a lecture-style experience. Similarly, 
Kelly, lacking confidence in herself, sought experiences within her comfort zone, 
(attending the session taught by her professor), or already in her set of skills (strings 
methods). She appeared less willing to be stretched by the experience. Conversely, 
Ashley, although out of her comfort zone and noted moments she was uncomfortable, 
leaned into the experience and postulated that she was not the only one feeling out of 
place. Additionally, she drew on the knowledge she had to provide points of connection 
with the educators she encountered.  
From a practical standpoint, the conference provided participants with insights on 
skills and teaching practices. However, reimagined as a boundary encounter, the 
conference becomes a nexus for members of the music education practice and music 
teaching practice. As they journeyed through the day, the participants negotiated their 
engagement, identity, and ultimately their positionality in the landscape of practice, while 
also bearing witness to the development of a shared repertoire and negotiation of the 
music teaching regime of competence. Although at times uncomfortable, the arts 
conference provided both access to and opportunity for engagement with the broader 
music teaching community of practice. 
Tensions and Messiness 
Research Question 2: What tensions occur at the boundary between music student 
and music teacher practices? 
The competences, jargon, values, references, and practices known by members of 
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a CoP simultaneously define the community and mark its boundaries (Wenger, 1998). 
Wenger-Trayner and Wenger-Trayner (2015) noted that discontinuities experienced at the 
boundary of a CoP can cause misunderstanding and confusion for newcomers. 
Discontinuities in this sense refer to the lack of shared history and the sociocultural 
differences that lead to discontinuities in action and interactions (Akkerman & Bakker, 
2011; Wenger, 1998; Wenger-Trayner & Wenger-Trayner, 2015). Thus, the assumption of 
unproblematic application of knowledge from one practice to another fails to 
acknowledge the tension and messiness that occurs when the competences of various 
CoPs interact. Wenger-Trayner and Wenger-Trayner (2015) suggested, 
It is better to focus on boundaries as learning assets. Such an approach confronts 
explicitly the problematic nature of boundary crossing and the potential tensions 
or conflicts between practices as sources of accountability. It does so in order to 
bring out the potential of boundary encounters to generate new insights. (p. 18)  
To further the discussion of boundaries as learning assets in this section, I identify 
prominent tensions that the participants experienced during their boundary encounters as 
a means to acknowledge the problematic nature of boundary crossing. 
Initial encounters—check-in. Walking into a school site provided a striking 
representation of how participants encountered the music teaching practice. Just as gates 
and doors serve as physical boundaries for individuals seeking to enter a school, bell 
schedules, rules, and policies known to staff and teachers create a constant reminder of 
the participants’ outsiderness. Signing in at the office and adhering a “visitor” sticker to 
their shirts stood as an unequivocal reminder of the participants’ positionality. Although 
seemingly innocuous, participants reported the tension that accompanied these initial 
moments of each visitation.  
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Even when boundaries are informal, they are detectable by individuals traversing 
them (Wenger-Trayner &Wenger-Trayner, 2015). Tim’s first practicum visit began with a 
jarring reminder of his outsiderness. Through an exchange with an office staff member, 
Tim found out that he needed to complete a tuberculosis test and a full background check 
before his second visit. Although he had previously observed at other schools without the 
need for in-depth screening, the sustained nature of the practicum experience required 
additional screening. Tim reported feeling overwhelmed, out of place, and anxious about 
the situation. Interestingly, although this experience highlighted a physical boundary and 
reinforced his outsiderness, the process validated his status as more than a transient 
observer. During subsequent visits, Tim found the check-in process more comfortable as 
he became more familiar with the staff and they with him.  
In contrast, Kelly reported never feeling comfortable checking in at her practicum 
site. Kelly expressed that, despite checking in at the office multiple times, the office staff 
incessantly asked what she was doing and if she knew where she was going. Wenger-
Trayner and Wenger-Trayner (2015) recounted how “some communities may welcome 
us, while others may reject us” (p. 20). She internalized these exchanges as the staff being 
suspicious of her and even stated that the check-in process became the most challenging 
part of her field experiences. Although the office staff members do not possess 
membership in the music teaching CoP, this situation illustrates the interconnectedness of 
CoPs across a landscape of practices. These individuals effectively challenged Kelly’s 
membership.  
Ashley found the office staff at her placement welcoming; however, the 
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requirement to check-in at the front office at every visit reified her status as a visitor. She 
accepted this as the school’s need to know who was on campus in case of emergency but 
noted this extra step was “really annoying,” wanting instead “to go straight to the band 
room” (Ashley-Final Interview). Although checking in is standard school protocol, each 
experience caused tension for the participants and reinforced their outsider status.  
The personalities of each participant played into the interpretation of the check-in 
process. Although the process was relatively similar at each practicum site, the 
participants internalized and processed the tension differently. Ashley’s confident attitude 
interpreted the requirement to check-in as an inconvenient nuisance. Tim’s reserved 
personality became overwhelmed at the prospect of completing an in-depth screening; 
however, he quickly moved on. Kelly, however, interpreted the welcome-less process as a 
personal response to her. She became suspicious of the staff’s intention and allowed the 
interactions to affect her outlook on her practicum. 
Legitimacy—introductions to the class. Wenger (1998) described legitimacy as 
allowing individuals to be useful within the practice and asserted that “to be on an 
inbound trajectory, newcomers must be granted enough legitimacy to be treated as 
potential members” (p. 101). Without legitimacy, a newcomer will struggle to learn the 
practices of the community. As a first opportunity to provide legitimacy for practicum 
students, introductions at the outset of the practicum proved influential. Although 
introductions to the class differed, each participant acknowledged how their introduction 
impacted their confidence and sense of belonging in the classroom. 
Tim’s dismissive introduction by his cooperating teacher reinforced his already 
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withdrawn posture. Mr. E explicitly told the students to not worry about Tim and further 
suggested that Tim was not there for them. Combined with Tim’s apprehension about 
band, this “funny experience” set the overall tone for Tim’s practicum (Tim-Practicum 
Questionnaire). Tim reported no conversations with students and never mentioned being 
recognized or called upon in front of the class again. Mr. E denied “legitimate access” 
(Davies, 2005, p. 576) to Tim, so he retreated further into an observatory role and did not 
ask for opportunities to participate. 
On Kelly’s first day, Ms. U introduced her as “Ms. G,” which bolstered Kelly’s 
confidence and legitimized her positionality. Kelly recalled how student teachers at her 
high school used to be called by their last names, and it encouraged respect from the 
students. Wenger (1998) asserted how granting legitimacy, accounted for the inevitable 
shortcomings of newcomers. This assertion bore true for Kelly when, despite the troubles 
she encountered during her teaching experience, the students subsequently asked, “Can 
Ms. G teach the class?” (Kelly-Practicum Reflection 4). Although her success may not 
revolve solely around her introduction, the legitimacy and acceptance provided by her 
cooperating teacher appeared impactful. This response not only buoyed Kelly’s 
confidence but made her feel like she belonged. 
Ashley encountered a cross between Tim and Kelly’s experiences. Ashley 
recounted not being introduced to the band, which left students wondering who she was 
and why she was there. Ashley suggested that a formal introduction to the band would 
have provided legitimacy and given weight to her input. During the break between the 
band and choir class, Mr. A asked how she would like to be introduced, and she asked 
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that he introduce her as “Ms. P.” Ashley acknowledged that her experience with the choir 
class was markedly different due to her intentional introduction to the class. When asked 
about this conversation, Mr. A recalled being impressed by Ashley for choosing to be 
called Ms. P instead of Ashley, stating, “Yeah, you could go either way. . . . How are you 
going to start this relationship with your students? Are you going to be fun teacher? Or 
are you business? I was very impressed when she came and [was] like, ‘No, that’s what I 
want to be called” (Ashley-Cooperating Teacher Interview). 
Acceptance—relationship with cooperating teacher. Davies (2005) furthers the 
discussion of legitimacy by adding that membership “is also about acceptance” (p. 567). 
Mr. E’s introduction of Tim to the class demonstrated a lack of acceptance. Even if Tim 
had shown interest in a participatory role during his practicum, the dismissive, 
unaccepting nature of his cooperating teacher’s introduction stifled his potential 
membership. Conversely, Mr. A granted Ashley opportunities to lead sectionals and teach, 
illustrating both acceptance and legitimization of her positionality.  
Tim experienced the traditional model of mentorship, typified by a top-down, 
one-way approach, through which the cooperating teacher imparts wisdom upon the 
mentee (Byrne & Keefe, 2002). Tim described the tensions that grew within himself as he 
disassociated with the teaching approach of Mr. E. His early journal entries expressed his 
concerns about his cooperating teacher’s rapport with the students, but Tim initially set 
aside his concerns for the excitement of his new setting. Over time, however, he began to 
share respectful disapproval of his cooperating teacher’s approach. Not only did Tim take 
exception to Mr. E’s sarcasm, but he also started to express concerns about Mr. E’s 
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teaching practices and impersonal reliance on technology.  
Alternately, Wang and Ha (2012) identified the benefit of two-way mentorship 
where the interactions become more collaborative. Mr. A and Ashley experienced a 
collaborative mentorship relationship, which led to mutual respect and acceptance. Mr. A 
consistently addressed Ashley as an equal—someone with the knowledge to inform his 
teaching practice. Mr. A understood that he still had room to learn and grow from the 
experiences of others.  
[Mr. A] also never made me feel a lack of confidence. I felt like he always was 
confident in me and knew that I would have good input to give. He would also 
ask me questions if he didn’t know the answer in case I would know. (Ashley-
Practicum Questionnaire) 
Mr. A’s acceptance of Ashley and the collaborative nature of their cooperating 
teacher and mentee relationship positively impacted her practicum experience and 
influenced her membership within the music teaching CoP. In sharp contrast, Tim 
experienced both a lack of acceptance and discord with Mr. E’s instruction and teaching 
practices. Thus, Tim’s practicum experience became focused on checking the boxes and 
fulfilling hours. 
Jargon. Wenger (1998) defined the repertoire of a community of practice as the 
routines, words, concepts, and ways of doing things that “the community has produced or 
adopted in the course of its existence” (p. 83). Wenger also suggested that the jargon of a 
community can act as a boundary by distinguishing the “inside from the outside” (p. 
104). Thus, as music education students encounter the music teaching profession, words, 
acronyms, and phrases known only to members of the community can lead to 
misunderstandings and a lack of belonging. Typically a history of mutual engagement is 
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necessary for understanding the repertoire and jargon of the community.  
As the participants engaged in their practicum activities, they confronted 
unfamiliar jargon and repertoire, and noted the tension they felt as they navigated these 
encounters. Although Kelly felt relatively comfortable during her practicum strings class, 
a warm-up, referred to as “finger drops,” was new to her. Although Kelly had sat through 
countless warm-ups over her years as a musician, this particular warm-up left her 
perplexed. The tension Kelly felt as she sat through the warm-up routine, attempting to 
piece together an understanding of the procedure, was one indicator of Kelly’s 
outsiderness. Kelly recalled another episode when Ms. U asked if any of the students 
were a “three,” and again later when the students told Kelly to “just put a two next to 
Parker’s name” (Kelly-Practicum Questionnaire). Kelly assumed this referred to a 
classroom management technique, but she never asked for clarification and continued to 
be baffled by this throughout her practicum. Ashley similarly recalled how not knowing 
specific string techniques employed by Mr. A made her feel a little confused. There were 
words and concepts Mr. A used with his Jazz band that she did not understand. In both 
instances, Ashley identified she generally picked up “what he was getting at,” but 
struggled through these encounters (Ashley-Practicum Questionnaire). 
None of the participants asked for clarification when they encountered terms, 
practices, concepts, or techniques they did not understand, highlighting again the 
miscommunication and discomfort that occurs at a boundary. Davies and Sandiford 
(2013) described that through sustained engagement, students can begin to absorb, adopt, 
and understand the jargon of the community. Over time, both Ashley and Kelly pieced 
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together workable meanings for the various concepts and processes with which they were 
previously unfamiliar, suggesting that their sustained engagement with the repertoire of 
the CoP incrementally brought clarity and aided learning. However, it is interesting to 
note that none of the participants chose to ask their cooperating teachers clarifying 
questions to gain an in-depth and accurate understanding. When asked why she did not 
ask Ms. U for clarification, Kelly noted that she did not want to “disrupt the flow” of the 
class by asking questions (Kelly-Final Interview). Kelly’s response confirms the tension 
of her outsider positionality. She believed that an inquisitive interjection, which could 
provide her with clarity and inbound movement, would have been an imposition to the 
person well-established in the community. 
Translation of knowledge. In academia, there often arises the assumption that 
knowledge can be transferred unproblematically from one domain (e.g., school) to 
another (e.g., work) (Akkerman & Bakker, 2012; Bransford, Brown, & Cocking, 1999). 
The notion that learning can be decontextualized fails to consider that school learning 
itself is contextually situated within the academic domain. Wenger (1998) asserted that 
the problem with traditional education lies in its inherent disconnection from the world. 
Tim identified this disconnect in his own experience, stating, “there’s a million little 
things every minute that you practically weren’t really prepared for” (Tim-Final 
Interview).  
Education researchers have indicated that the transfer of knowledge from one 
context to another requires learning to take place in multiple contexts (Bransford et al., 
1999). Further, Fenton-O’Creevy, Hutchinson, Kubiak, Wenger-Trayner, & Wenger-
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Trayner, (2015) noted that the development of skills in a university setting does not 
provide the opportunity to adapt knowledge to new situations; thus, the researchers 
identified the need for practice-based learning. Tim acknowledged the practicality of 
practice-based learning, stating, “I’ve heard a lot of people say that, no matter how much 
you study and take classes, you won’t really know what you’re doing until you’re there 
doing it” (Tim-Initial Interview). 
When viewed through the CoP lens, acquisition of knowledge occurs within a 
landscape of practice; in other words, learning takes place across multiple contexts. In 
this study, the transfer—or translation—of knowledge across contexts proved difficult, 
primarily for Kelly, due to a lack of learning in multiple contexts. Kelly struggled to 
apply her university and ensemble learning to her practicum teaching encounters. Further, 
Kelly had extensive teaching experience through her participation as a coach in the 
Strings Project; however, the coaches were taught how to teach in an academic domain, 
not in the authentic context of the school classroom. Kelly’s struggles underscore how 
knowledge must be acquired in a way that ensures “it is readily translatable from the 
academic context into multiple, messy, complex contexts of practice” (Fenton-O’Creevy, 
Brigham, et al., 2015, p. 61), and requires on-going, two-sided interactions between 
domains (Akkerman & Bakker, 2012). 
Discontinuity arises when individuals encounter divergent perspectives as they 
attempt to connect contexts. Kelly experienced discontinuity when conducting the 
orchestra class. When she was unable to recontextualize her knowledge as a musician to 
conducting a multi-movement composition, which left her troubled and uncomfortable. 
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Kelly’s experience resonates with Bronkhorst and Akkerman’s (2016) assertion that with 
boundary crossing, “continuity across context is not self-evident” (p. 20). Further, 
learning in one domain must be recontextualized to a new setting (Nolen, Horn, Ward, & 
Childers, 2011).  
Researchers have suggested that the process of translating knowledge from one 
domain to another requires the engagement of the student along with the support of the 
educator (Bronkhorst & Akkerman, 2016; Fenton-O’Creevy, Hutchinson, et al., 2015). 
Unique to Kelly’s teaching encounter was the absence of her cooperating teacher. Kelly, 
tasked to teach on a day Ms. U was gone, provided a vacuous experience. With her 
cooperating teacher present, Kelly may have been better supported to navigate her 
boundary crossing and minimize the tension. 
Tensions at the arts conference. Participant experiences at the arts conference 
illustrate the “feelings of inadequacy, personal failure, or disengagement” that can arise 
when a newcomer encounters the boundary of a CoP (Kubiak et al., 2015, p. 81). 
Whereas some conference sessions allowed the participants to quietly hide amongst the 
crowd in lecture-style presentations, the general session required active participation 
from all conference attendees. Tim recalled, “When I came in and the chairs were 
arranged in circles, forcing people to talk to each other, I was worried” (Tim-Conference 
Reflection). Similarly, Ashley recounted the session and the awkwardness that occurred 
when the presenter asked, “How do you teach creativity in your classroom?” Ashley 
immediately felt like an outsider, noting that none of the music education students were 
currently teachers. As the teachers in the circle began to explain their struggles in the 
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classroom, Ashley stated that she could not relate.  
Wenger (1998) identified how a layperson merely needs to sit next to a group of 
specialists at lunch to understand the inevitable sense of inadequacy; however, according 
to Wenger, this uncomfortable situation remains inconsequential unless the individual is 
trying to become a specialist in that field. The participants’ desire to become music 
teachers appeared to amplify the tension during the general session. Ashley, however, 
allowed her minimal teaching experience to inform her interactions with the practitioners, 
by speculating about what she would want to do in her classroom someday, thus reducing 
the obstructive nature of the boundary. Conversely, Tim and Kelly appeared debilitated 
by their outsider status and felt the acute tension of the general session.  
The collegiate lunch caused similar tension for Tim. Whereas Ashley and Kelly 
reported how the lunch provided respite amongst their music student peers, Tim found the 
session taxing. He had the uncomfortable task of negotiating his membership in both the 
music teacher and music student communities. Tim’s limited exposure to the music 
teaching practice, compounded with his lack of competence in the music student practice, 
contributed to the lunchtime tension. Although Ashley and Kelly claimed membership in 
the music student practice, Tim, having spent little time in that domain, had no claim to 
competence. 
Lack of brokering. Although I present a more detailed discussion of the role of 
brokers in response to research question four, a brief presentation is necessary here to 
address the tension that a lack of brokering elicited. Brokering requires an individual to 
have dialogues with individuals from both practices (Akkerman & Bakkar, 2011); 
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however, the level and degree to which dialogue is needed is unclear and may vary from 
one individual to another. Prior to the practicum, I communicated via email, participation 
expectations and requirements to both the participants and cooperating teachers. 
Reviewing the data illuminated that the translation and assimilation of my expectations 
were either misunderstood or overlooked.  
In Ashley’s journals, she described the uncomfortable moment late in her 
practicum when her cooperating teacher asked her if she was there to observe or to teach. 
Ashley had avoided asking to teach out of respect for Mr. A, yet her assignment and 
desire was to participate in teaching experiences. She recounted how Mr. A eventually 
asked her what she wanted to be doing. Only then did they align their expectations. 
Ashley’s experience highlights the messiness and complexity of coordinating action and 
understanding across boundaries. Mr. E never inquired about Tim’s desired activities or 
engagement in the teaching process. Further, due to Tim’s overarching inclination to 
remain at the periphery, his relationship and connection with the teaching practice 
remained distant. Kelly met the objectives of the assignment, yet she never spoke to her 
cooperating teacher about the class expectations or her desired outcomes for the 
experience. Wenger (1998) described how brokers support crossing by facilitating 
translation, coordination, and alignment of different perspectives and meanings. In my 
role as a university supervisor, it appears that my lack of brokering may have contributed 
to the messiness of these boundary encounters. 
Summary of tensions and messiness. The tensions participants experienced at 
the boundary of the music teaching practice serve as a reminder of the complexity of 
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boundary encounters. It is imperative that music teacher preparation faculty avoid 
obscuring the messiness of boundary encounters, or assume the unproblematic 
application of knowledge from one domain to another (Fenton-O’Creevy, Hutchinson, et 
al., 2015). Instead, practitioners should embrace tensions for their educative potential.  
Boundary Objects 
Research Questions #3: Which boundary objects help identify and coordinate 
music student practices with music teacher practices? 
Identifying boundary objects is a historically difficult task. In the field of music 
education, few researchers have investigated or identified boundary objects between the 
music teaching and music student boundaries. Utilizing a simplistic definition of 
boundary objects—reified tools utilized in multiple communities—Zaffini (2016) 
identified how a range of objects, including forms, musical instruments, a recital hall, 
pedagogical methods, and repertoire choices, could serve as boundary objects by 
connecting various musical communities of practice. Boundary objects, however, are 
limited by scale and scope (Star, 2010) and may be recognized and valued differently by 
individuals (Christiansen & Rump, 2008); thus, not all objects serve as boundary objects.  
For this study, I used Wenger’s (1998) description of boundary objects as 
processes, discourses, and artifacts that provide a nexus for perspectives and enable 
coordination and collaboration between practices. Although countless objects are shared 
between the music teaching and music student domains, I identified only two boundary 
objects that facilitated communication and coordination between the practices: (a) lesson 
plans and (b) SmartMusic/musical score. The first, a lesson plan at Ashley’s site, 
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coordinated action between Mr. A and Ashley. Knowing the plan for the day allowed 
Ashley to be aware of expectations and feel confident in her role. Secondly, SmartMusic 
had the potential to serve as a boundary object in Tim’s practicum experience. The 
projection of SmartMusic onto a large screen served as the equivalent to sharing a music 
score, which allowed Tim to follow along with the Mr. E and his students; however, Tim 
occasionally felt confused and disconnected because he had no prior knowledge of 
SmartMusic, and was not given an orientation to the program. Barrett and Oborn (2010) 
suggested that boundary objects can both support and limit learning, which proved true in 
Tim’s case. 
In retrospect, all of the participants would have benefited from having access to a 
musical score. Although they would have used the score differently than the teacher, it 
may have coordinated practices. 
Brokering 
Research Questions #4: Who acts as brokers at the periphery of the music teacher 
practice, and how? 
In a landscape of practices, brokers possess the potential to build connections 
between different practices. Kubiak et al. (2015) noted that “brokers strive to support 
boundary-crossing by facilitating translation, coordination, and alignment of different 
perspectives and meanings” (p. 81). To coordinate and facilitate between practices, a 
broker often remains at the edge of the CoP. Wenger (1998) identified the precarious 
position of a broker, noting, “brokers must often avoid two opposite tendencies: being 
pulled in to become full members and being rejected as intruders” (p. 110).  
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Central to the definition of a broker is the peripheral positionality of the role. 
Davies (2005) noted, “the argument for the brokers’ peripheral position is that full 
participants are more interested in maintaining current norms than bringing in new ones.” 
(p. 573). Thus, cooperating teachers may seem like broker candidates; however, they do 
not operate at the periphery of the music teaching practice. Instead, cooperating teachers 
act as exemplars of practice, and thus central to it. Through analysis of the data, three 
categories of individuals emerged as potential brokers: recent graduates, more advanced 
undergraduate students, and the university supervisor. 
Recent graduates and advanced undergraduate students. All three participants 
noted the significant role a recent graduate, and an advanced undergraduate student 
played in their field experiences. Noah and Jeff, two individuals with membership in both 
the academic and the teaching communities, provided a scaffolded experience for 
participants within the teaching community amongst seasoned teaching professionals. 
Akkerman and Bakker (2012) described that “this ambiguous position can lead to 
insecurity, but also creates the potential to act as a broker, meaning that one can introduce 
elements of one practice into another (cf. Wenger 1998)” (p. 156). 
Noah, a recent graduate and currently student teaching at a local school, 
epitomized this ambiguous position. Although he was no longer an undergraduate 
student, he was by no means a full member of the music teaching practice. At the 
conference, Noah guided undergraduate students through session selection. His presence 
and experience comforted the participants; however, his role as a broker was transitory in 
nature as Noah had no intention of remaining there. Instead, Noah planned to advance his 
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membership in the music teacher community of practice. 
Students also reported help from their fellow classmate, Jeff. As an older student, 
Jeff had over 10 years of experience teaching percussion at local schools. His 
relationships with local teachers provide a sense of connection for fellow students; 
however, similar to Noah, Jeff also desired membership in the music teaching 
community. Wenger (1998) asserted that the contribution of the broker is “being neither 
in nor out” of the community of practice, rather they must manage the “coexistence of 
membership and nonmembership” (p. 110). Both Noah and Jeff desire to move further 
into the music teaching CoP. Although both brokered activities at the arts conference by 
helping participants negotiate aspects of the boundary encounter, neither will likely 
continue to play the role of broker in the future. In this study, the persistent nature of my 
peripherality as the university supervisor was best positioned and most capable of 
brokering boundary encounters. 
University supervisor. Considering my dual role as a university supervisor and 
researcher, I intentionally limited my interactions and involvement with the participants 
at the conference and during practicum. In hindsight, I recognize multiple opportunities 
when I could have served more fully in a brokering role. As part of the practicum 
experience, university students were required to complete heightened activities, such as 
running a sectional or conducting. Further, I emailed cooperating teachers a suggested 
timeline for practicum student activities. Despite my efforts and desire for students to 
engage in meaningful activities at their practicum site, actual engagement varied. For 
example, one of Ashley’s biggest regrets revolved around not getting the opportunity to 
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conduct one of the ensembles. From the beginning of the course, Ashley desired hands-on 
activities and opportunities to test her ability to stand in front of a classroom and teach. 
Interestingly, Mr. A explained that he welcomed the chance to provide teaching 
opportunities. He recalled his own training, and explained “we were basically kind of a 
student teacher in that classroom where we were given a class and we were supposed to 
teach lessons and we had to create lesson plans” (Ashley-Cooperating Teacher 
Interview). Unfortunately, Ashley’s desire to teach and Mr. A’s openness to allow Ashley 
to teach did not converge until the end of the practicum. Had I, in my role as the 
university supervisor, initiated a conversation with the cooperating teacher and the 
student, I could have coordinated action between both practices. 
My follow-up interviews with all three cooperating teachers illuminated their 
desire to provide meaningful activities for their practicum students. For example, Kelly’s 
cooperating teacher, Ms. U, stated, “next time I’m going to tell them what to do. Because 
I didn’t really know what exactly they’re supposed to do. So next time maybe I’ll say 
hey, bring your bass next time play with my bass player. Or I want you to warm up my 
band today.” (Kelly-Cooperating Teacher Interview). Similarly, Mr. E, Tim’s cooperating 
teacher, was open to the idea of letting practicum students teach a lesson or conducting 
the ensemble, stating, “I would be more than open to let them come in and do a lesson” 
(Tim-Cooperating Teacher Interview). Once again, through intentional brokering, I could 
have created a richer and more valuable practicum experience.  
Contrarily, Kelly’s teaching experience provides an example of intentional 
brokering. When Kelly initially declined the invitation to teach, I (as the university 
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supervisor) took the time to reaffirm her skills. When Kelly found herself at the periphery 
of the music teaching practice, she chose not to engage with the practice because she felt 
that the knowledge she gained from the music student practice did not translate into the 
music teacher domain. During her conversation with me, I attempted to translate her 
skills as a String Project coach and her knowledge from her previous method courses, 
from the music student to music teacher domain. By assuming the role of broker, I 
facilitated and coordinated Kelly’s boundary encounter. Without this exchange, Kelly 
would not have entered the music teaching practice and taken the opportunity to try on 
her role as a teacher. 
Tim avoided my attempts to broker his practicum experience. First, I suggested to 
Tim that he request a copy of the conductor’s score so he could follow along. Tim 
entertained the suggestion, but in the end, he felt that because a middle school band was 
so foreign he could gain plenty from merely observing. Secondly, I suggested speaking 
with his cooperating teacher to facilitate opportunities for Tim to step into teaching roles. 
Tim exhibited reticence, noting that Mr. E’s system was self-sufficient. Despite my 
efforts to broker Tim’s field activities, he was not ready to take that large of a step into 
the music teaching CoP. Tim, Ashley and Kelly’s experiences illuminate the need for 
brokering, and how, as the university supervisor, I was well-positioned to broker these 
encounters by supporting dialogue and coordinating expectations between the student and 
cooperating teacher. 
Of the brokers identified in this study, the capacity of university supervisor stood 
above the rest. The unique positionality of the university supervisor provided exponential 
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potential to facilitate and coordinate actions between the music education student and the 
music teaching practices. As the university supervisor, my expertise and relationship in 
both domains allowed me to support participants as they encountered and negotiated the 
music teaching CoP. Despite my intentions to limit my role in field experiences, my 
facilitative role as a broker remained. 
Conclusions 
Of the three field activities, the practicum experience served as the most 
productive experience for encountering and negotiating the music teacher boundary. 
Although general observations served a purpose, they acted as a periphery of the music 
teaching CoP, a mere prelude to engagement. The arts conference provided exposure to 
the broader music teaching CoP and allowed participants to explore the negotiation of 
shared repertoire, but the format of the conference allowed participants to minimize 
meaningful engagement with the music teaching practice. On the contrary, the practicum 
experience provided the greatest access to the music teaching practice through 
opportunities for engagement. 
The participants experienced several tensions during their encounters with the 
music teaching CoP. From the outset of the practicum experience, the participants noted 
how the check-in process reinforced their outsiderness. Similarly, formal introductions to 
the classes, or the lack thereof, by their cooperating teachers influenced the legitimacy of 
the participants. Further, participants felt additional tension when they struggled to 
translate or transfer knowledge from the academic domain to the teaching domain. It is 
also notable that the participants’ individual personalities, in coherence or contrast to their 
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cooperating teachers’, served as potential points of conflict and tension. Likewise, I 
found that the perceived lack of acceptance by a cooperating teacher contributed to 
escalating tension. 
As part of my study, I sought to identify both boundary objects and brokers for 
their potential to coordinate action between communities. Although many objects were 
shared between the music teaching and music education student practices, in my study, 
only two objects were identified as boundary objects: lesson plans, and 
SmartMusic/musical score. Although these boundary objects held the potential to 
coordinate practices, they also created tension when they were not explained or 
understood by both practices. Finally, I concluded that the university supervisor was 
uniquely situated as a broker to support cross-boundary interactions between the music 
education student and music teacher CoPs. Although other individuals, such as recent 
graduates and more advanced peers, contributed to the negotiation of experiences, only 




CHAPTER VI: IMPLICATIONS FOR PRACTICE AND SUGGESTIONS 
FOR FURTHER RESEARCH 
In Chapter 4, I presented themes and findings from the participants’ field 
experiences. In Chapter 5, I worked to answer each research question by analyzing my 
findings through the CoP framework. In this chapter, I begin by exploring how 
embracing a CoP perspective should inform standard educational practices and present 
implications for individuals involved in music teacher preparation. To conclude, I 
provide apparent shortcomings of the CoP framework and areas for future consideration. 
Landscape of Practice 
Adopting a CoP perspective shifts the focus away from a one-way trajectory—
outsider to insider—towards a range of trajectories involving multiple interactions with 
communities and individuals within a landscape of practice (Wenger 1998; Wenger-
Trayner & Wenger-Trayner, 2015). Such a view challenges practitioners to reject 
measuring the success of music teacher experiences by matriculation into the teaching 
profession. Instead, a CoP perspective recognizes both identification and dis-
identification as potential outcomes. Such a view concedes that field experiences provide 
encounters with the music teaching practice, but does not accept a guaranteed trajectory 
into the music teaching profession. 
Often, music teacher educators seek to produce graduates with competence in a 
single idiom—e.g., instrumental, vocal, guitar—to enable an inbound trajectory into the 
music teaching profession. However, in practice, music educators are often hired to teach 
multiple genres (band, orchestra, choir, dance, etc.). Additionally, music educators are 
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expected to understand school, district, state, and national policies and political workings. 
Each of these domains represents separate, yet intersecting communities of practice. I 
urge music teacher preparation programs to embrace the CoP framework and view 
student learning as a journey through a landscape of practice (Fenton-O’Creevy, 
Hutchinson, et al., 2015). As such, teacher preparation programs would begin to shift the 
focus away from discipline-specific competence towards developing competence and 
knowledgeability within the landscape of practice (Fenton-O’Creevy, Hutchinson, et al., 
2015). This shift in ideology embraces interactions with various communities of practice 
as opportunities to develop knowledgeability. 
Field Experiences in Music Education 
The CoP framework acknowledges the social nature of learning and highlights the 
need for active participation. A CoP perspective aligns with the proposition that effective 
teacher preparation occurs within a practice-based model (Ball & Forzani, 2009; 
Zeichner, 2010). Whereas most traditional education models tend to decontextualize 
learning (Lave & Wenger, 1991; Mantie & Tucker, 2008; Wenger, 1998), embracing the 
CoP framework requires one to reject the notion that a self-standing curriculum can 
represent a body of knowledge (Wenger-Trayner & Wenger-Trayner, 2015). Thus, the 
need for more hands-on field experiences where preservice teachers learn to teach in the 
context of a school classroom remains preeminent in support of the student to teacher 
journey (Darling-Hammond, 2006; Fenton-O’Creevy, Brigham, et al., 2015; Legette, 
2013; Roulston, Legette, & Trotman Womack, 2005).  
In response to the call for hands-on teaching experiences, some music teacher 
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preparation programs have developed teaching opportunities within the academic domain 
through laboratory and in-class experiences; however, such an approach may give 
students the illusion of competence (Schmidt, 2010). In alignment with Schmidt (2010), I 
found that the participants’ teaching experiences in the university context did not readily 
translate into the classroom. Such findings suggest that although laboratory settings 
provide close approximations to in-context learning, they fail to recognize the inherent 
differences “in purpose, meaning, and form” between experiences (Bronkhorst & 
Akkerman, 2016, p. 20). Simply, these laboratory experiences cannot replace boundary 
encounters. 
Timing of Field Experiences 
Researchers have cautioned that early field experiences and observations without 
context may be unproductive or counter-productive (Ferguson, 2003; Kim, 2013; 
McClellan, 2011; Schmidt, 2010). Tim noted that his practicum and observation 
encounters would have proved more beneficial after completing additional methods 
courses. If a student’s competence or knowledgeability lies too far from or too close to 
experience, learning will be minimized (Wenger, 1998). Again, Tim provides a useful 
example of the former; his lack of competence in music education impaired the learning 
potential of his practicum experience. Concerning the latter, researchers have claimed 
that field experiences that are delayed—occurring post-undergraduate instruction—may 
provide less benefit than early field experiences (Sutherland et al., 2005). As a student’s 
competence in the music teaching practice grows, so does the need for deeper 
engagement with the music teaching CoP. Thus, the type of field experiences must be 
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commensurate with the students’ knowledgeability and competence. 
In practice, delaying hands-on field experiences shortens the time a student has to 
negotiate the boundary and begin to learn the practices of the music teaching community. 
These findings confirm the need for early field experiences and challenges states that do 
not require field experiences before a fifth-year certification program. Such music teacher 
preparation programs must recognize the need for field experiences to occur in the pre-
certification baccalaureate degree while acknowledging that the timing of fieldwork plays 
an important role in informing the productive nature of those experiences. Finally, 
whereas Kelly’s struggle with her teaching experience may seem to highlight the 
importance of timing, I challenge that her teaching experience was complicated by the 
absence of her cooperating teacher. Thus, the interplay between timing and level of 
support remains an area for exploration. 
Types of Field Experiences 
Wenger (1998) argued that general observations act as a prelude to meaningful 
engagement. In alignment with Wenger, my findings suggest that observation activities 
lacked the engagement necessary to produce highly productive encounters. Although 
general observations may not achieve a higher goal of crossing into the music teacher 
practice, they do allow students to develop knowledgeability and awareness of the music 
teaching practice when given areas of focus (Chesley & Jordan, 2012; Conway, 2002). 
Thus, general observations need to be carefully sequenced, structured, and goal-oriented 
(Wolfgang, 1990). Practitioners should intentionally focus students’ attention on targeted 
aspects of the music education classroom (i.e., classroom management, instructional 
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timing, and classroom environment) through the use of observational prompts and guides.  
Attending the arts conference provided a unique opportunity for undergraduate 
students to be a part of the broader community of music teachers. Although 
undergraduate students acknowledged their outsider positionality, the had the chance to 
observe how practitioners develop and negotiate shared practices of the music teacher 
community. Music teacher education faculty should encourage students to attend local, 
regional, and national conferences and events, and support future engagement with the 
music teaching practice.  
Finally, practicum experiences provided the most substantial evidence of 
engagement. Participants reported how repeated visits enabled a richer awareness of 
practices and opportunities for engagement. These experiences provided a deeper 
understanding of their cooperating teacher’s teaching style and philosophy. The 
practicum experience prompted students to both analyze and reflect on their future 
trajectory and practices as music teachers, and stood as the most impactful part of the 
class for each of the participants. Both cooperating teachers and participants appreciated 
the frequency and duration of individual visits; however, with the exception of Tim, all 
parties involved noted the potential benefits of a longer placement. Thus, I challenge 
researchers in music education to qualitatively analyze the type, timing, intensity, and 
length of practicum experiences to identify best practices for implementing highly-
productive field experiences. 
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University Faculty and Cooperating Teachers 
Although this study was not designed to assess cooperating teachers, my findings 
underscore the critical role cooperating teachers play during field experiences (Draves, 
2008). In the context of supporting undergraduate field experiences, I urge cooperating 
teachers to legitimatize visiting music education students whenever possible. My findings 
revealed that recognizing and formally introducing practicum students to the class 
positively influenced their legitimization Further, I encourage cooperating teachers to 
engage in meaningful interactions with undergraduate music education students 
throughout observation and practicum experiences. Intentional interactions enable 
understandings of program and individual expectations, requirements, and desired 
outcomes. Finally, I suggest that cooperating teachers provide opportunities for music 
education students to step out of an observational role and into teaching activities 
whenever possible. 
Additionally, my findings support research that suggests that both cooperating 
teachers and university students desire individuals who can coordinate, negotiate, and 
facilitate relationships and experiences (Abramo & Campbell, 2019a, 2019b; Hoffman et 
al., 2015). Without coordination, field experiences can lead to confusion and frustration 
(Huang, Lubin, & Ge, 2011). Kubiak et al. (2015) explained that the facilitation of 
boundary encounters requires brokering. Considering the requirement that brokers must 
possess legitimacy in each community, and the challenge of straddling the line between 
membership and non-membership, very few individuals can fill this role (Wenger, 1998). 
Despite aims to identify multiple brokers in my study, only I, the university supervisor, 
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appeared positioned to intentionally and sustainably broker these boundary encounters. 
My findings underscore the vital role music education faculty play in preservice music 
teacher development (Abramo & Campbell, 2016; Draves, 2008). I found that my lack of 
brokering contributed to some of the tensions and misunderstandings students and 
cooperating teachers reported. 
In alignment with research, I confirmed that relying upon a written manual or 
instructions to cooperating teachers was not sufficient support (Abramo & Campbell, 
2019a), nor was simply providing encouragement to university students (Hoffman et al., 
2015). On the contrary, I posit that arranging joint meetings with both cooperating 
teacher and student prior to field experiences would have provided an opportunity to 
address confusion and clarify each individual’s expectations early on to support highly 
productive encounters. Similarly, continued interactions and check-ins with cooperating 
teachers and students throughout the practicum experience could provide space to 
negotiate tensions and facilitate misunderstandings. 
Although I concede the potential for further brokering, university supervisors 
should reject any expectation or desire to remove all tensions from these experiences. 
Such attempts may result in the decontextualization of learning (Lave & Wenger, 1991; 
Mantie & Tucker, 2008; Wenger, 1998). Fenton-O’Creevy, Brigham, et al. (2015) 
petitioned educators to create practice-based education opportunities that “draws the 
messiness and complexity of practice . . . into the curriculum” (p. 61). Thus, university 
supervisors should continue to recognize the balance of coordinating action on both sides 
of the music teacher and music student boundary without attempting to colonize or strip 
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these experiences from their context. 
Acknowledging the important roles that both the cooperating teacher and the 
university supervisor play, I encourage intentional coordination between these 
individuals. I suggest that cooperating teachers cultivate connections with local music 
teacher preparation faculty and programs (Abramo & Campbell, 2019a). Such 
relationships may help music teacher preparation faculty to understand current issues in 
music eduction and develop relevant curriculum. Further, music teachers and university 
faculty should work together to support music education students’ encounters with the 
music teacher practice. Together, the coordinating teacher and university supervisor can 
help identify areas of tension or misunderstanding and develop strategies to support 
boundary encouters. As noted in my study, participants reported how jargon created 
confusion and tension. Working together, the university supervisor and cooperating 
teachers could have provided resources for students to understand and unpack CoP-
specific jargon. The development of lists and supplemental discussion surrounding school 
and musical jargon prior to, and throughout, field experiences could be effective in 
brokering cross-boundary interactions. 
Suggestions for Future Research 
The utilization of the CoP framework in education, and music education has 
primarily focused on the development of a community of practice (Blair, 2008; 
Countryman, 2009; Ilari, 2010; Kenny, 2014; Zaffini, 2016). This study, however, 
leveraged the analytic value of the CoP framework to discover informative insights into 
learning (Lea, 2005), and aimed to provide a model for how the CoP framework could 
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shape music teacher preparation. The scope of my study focused on the points of inquiry 
Wenger-Trayner and Wenger-Trayner (2015) presented regarding productive encounters, 
brokers, and boundary objects, as well as, identifying tensions and viewing them as 
learning assets. Through these lines of inquiry, I sought to expand the growing field of 
literature that utilizes the analytic value of CoP.  
My study provides a robust analysis of field experiences as boundary encounters; 
however, a few areas of inquiry arose that elicit further exploration. Wenger (1998) 
identified explicit markers of membership—such as titles, degrees, initiation rites—that 
reify the boundary of a CoP. In my study, school visitor badges, name-tags stating 
“collegiate member” at the arts conference, and attendance at the collegiate lunch all 
served as explicit markers of membership for participants. Explicit markers of 
membership are easy to identify; however, Akkerman and Bakker (2011) challenged 
researchers to empirically discover additional indicators of boundaries. For example, the 
use of language such as we or they, when describing encounters with the practice, 
indicates a verbal boundary marker (Kerosuo, 2004). In my study, participants frequently 
employed they and we language when referring to their interactions with music teachers 
at the arts conference. Wenger (1998) described that “the degree to which these markers 
actually act as a boundary depends on their effect on participation” (p. 104). Although 
outside the scope of my study, inquiry regarding the effect of these markers of 
membership on participation may prove fruitful in furthering boundary encounter 
research.  
As noted in the discussion, the varied and vague definitions of boundary objects 
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hinder the identification and utilization of boundary objects in research and practice. 
Further, in their review of boundary crossing literature, Bronkhorst and Akkerman (2016) 
asserted that the introduction and design of most boundary objects and encounters in 
teacher education are developed in the academic domain and cautioned, “such one-sided 
development could constrain the embodiment of multiple meanings and perspectives that 
define boundary objects” (p. 26). Thus, I challenge music education faculty to work in 
collaboration with music teachers to both identify existing, and develop new, boundary 
objects that can coordinate actions and interactions between the music student and music 
teaching practices.  
Over the course of my study, it became apparent that additional brokering could 
have further supported the participants’ boundary encounters. In alignment with Kubiak 
et al. (2015), I found my work as a broker both rewarding and challenging. I recognized 
the practical limits of my time and the realities of brokering activities at multiple 
practicum sites. I urge researchers in music teacher preparation to investigate additional 
brokers and brokering activities to broaden the base of support for music education 
students as they journey through the landscape of practice.  
The CoP framework provides a useful lens through which to view and analyze 
different, yet intersecting domains; however, aspects of the theory appear to necessitate 
further development and exploration. Although the conception of learning as an 
individual’s journey through a landscape of practices begins to address the individuality 
of learning, I struggled to explain some findings within the CoP context. For example, the 
CoP framework fails to identify or address the acceptance of individuals by members of a 
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CoP (Davies, 2005). In my study, I recognized the importance of cooperating teachers 
accepting music education students into their classrooms. Such acceptance, or lack of, 
impacted the access and opportunities available to the participants.  
Similarly, personality played an integral role in the variance of the productive 
nature of field experiences; however, the CoP framework shies away from conversations 
about personality. Although the design of this study was not to evaluate the cooperating 
teachers, it was evident that their personalities influenced the engagement opportunities 
offered to the participants, just as the personality of the participants influenced their 
desired level of engagement. The personality attributes of the cooperating teacher-mentee 
dyads, and its effect on the social negotiation of identification and engagement, present a 
new area of inquiry that could prove fruitful in furthering the discussion of communities 
of practice in music teacher preparation. Looking forward, researchers in the CoP 
framework should attempt to expand the explanatory power of how personalities and 
acceptance influence an individual’s development of membership in a CoP. 
Study Summary 
Wenger-Trayner (2013) asserted that theory can “train the eyes to see” (p. 166). 
Through the process of developing this dissertation, I have encountered the strength of 
the CoP framework and the influence that this theory has had on my teaching and 
learning. Despite any potential limitations of the CoP framework, I am reminded that the 
CoP theory continues to develop and expand. The insights gleaned from this study have 
illuminated shortcomings in my course design, provided insights into my role as a broker 
between the music education student and music teaching domains, informed the 
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development and implementation of the field experience components of my courses, and 
future adjustments to the music teacher preparation program at my institution.  
I urge practitioners to remember that although being a music education student 
and being a music teacher appears to have much in common, one practice cannot 
substitute for the other (Wenger, 1998). Despite one’s best efforts, experiences within the 
university will always fall short of the power of authentic in-context experiences. Thus, 
field experiences designed to allow undergraduate students to encounter and cross the 
boundary into the music teaching practice, must be seen as central to supporting students’ 
journey from student to teacher. It is through these boundary encounters that knowledge 
and competence is developed, learning occurs, and trajectories are influenced. Embracing 
field experiences as boundary encounters opens a robust conversation about the inherent 
complexity of these encounters. These conversations will help students explore the 
landscape and provide opportunities for university faculty to show them sights. By doing 
this, we will share and expand our knowledgeability and allow undergraduate students to 




Participant Consent Script  
Protocol Title: Learning to Teach: Reframing field experiences in music teacher 
preparation as boundary encounters–Student Consent Form 
Principal Investigator: John Dally 
Description of Subject Population: Undergraduate Music Education Students 18 and 
older 
Version Date: 7/16/18 
 
Introduction 
Please read this form carefully. The purpose of this form is to provide you with important 
information about taking part in a research study. If any of the statements or words in this 
form are unclear, please let us know. We would be happy to answer any questions. 
 
If you have any questions about the research or any portion of this form, please ask us. 
Taking part in this research study is up to you. If you decide to take part in this research 
study we will ask you to sign this form.  
 
The person in charge of this study is John Dally. We will refer to this person as the 
“researcher” throughout this form. John Dally can be reached at XXX-XXX-XXXX or 
[email address]. The faculty advisor is Dr. Ann Marie Stanley and can be reached at 
XXX-XXX-XXXX or [email address]. 
 
Why is this study being done? 
 
The purpose of this study is to explore and illuminate the perceptions and activities of 
undergraduate music education majors participating field experiences. The study aims to 
provide better theorizing about, and understandings of, the transition from music student 
to music teacher. 
 
We are asking you to take part in this study because you enrolled in [course number] this 
fall. Four individuals will take part in this research study through Boston University. 
 
How long will I take part in this research study? 
We expect that you will be in this research study for fall 2018 semester, August 27, 2018 
to December 14, 2018. 
 
What will happen if I take part in this research study? 
If you agree to take part in this study, we will ask for written consent before we do any 




Your participation will include four interviews spread through the semester. During 
interviews, you are welcome to decline any topics or questions that make you 
uncomfortable and are welcome to take breaks or end an interview at any time.  
 
Interview 1 (Pre) 
Visit 1 will take no more than 60-minutes to complete. At this visit, we will interview 
you about your background and experiences in music education. The interview will take 
place at time and location of your choosing. 
 
Interview 2-3 (Informal Interview Sessions) 
Visit 2-3 will include a 30-minute unscripted interview. These interviews will occur 
roughly five weeks apart. These interviews will focus on any clarifying observations. The 
interview will take place at time and location of your choosing. 
 
Interview 4 (Post) 
Visit 4 will take no more than 60 minutes to complete. At this visit, we will interview you 
about your experiences through the [course number] fieldwork. The interview will take 
place at time and location of your choosing. 
 
Audio/Video Recording 
Although we will not be video recording you, we will be audio recording interviews 
during this study. Therefore, it may be possible to identify you in these recordings. We 
will store these recordings so only approved study staff will be able to access them. 
Recordings will be labeled with a code instead of your name. The key to the code 
connects your name to your recordings, and the key will be kept on the researcher’s 
password-protected computer/locked file. Recordings will be discarded after the study is 
completed.  
 
Do you agree to let us audio record you during this study?  
 
______YES   ______NO  _______INITIALS 
 
Coursework and Observations 
The researcher will also use your coursework (e.g., journal and reflection papers) and 
observations of your field experiences as data for analysis. These activities fall within the 
assigned workload of the course. During the semester, the researcher will observe you 
two times and your activities in the field. You and your cooperating teacher will be 
consulted before each observation.  
 
Do you agree to release your coursework for this study?  
 




How Will You Keep My Study Records Confidential? 
We will keep the records of this study confidential by using pseudonyms on all recorded 
data. Even with the use of pseudonyms, your comments will not be shared with your 
cooperating teacher, or peers during the fall semester.  
 
We will make every effort to keep your records confidential. However, there are times 
when federal or state law requires the disclosure of your records. 
 
Reporting child/elder abuse, if applicable: If, during your participation in this study, 
we have reasonable cause to believe that child/elder abuse is occurring, we must report 
this to authorities as required by law. The researcher will make every reasonable effort to 
protect the confidentiality of your research information. However, it might be possible 
that a civil or criminal court might demand the release of identifiable research 
information. 
 
Reporting Suicidal Risk: If, during your participation of this study, we have reason to 
believe that you are at risk for being suicidal or otherwise harming yourself, we are 
required to take the necessary actions. This may include notifying your doctor, your 
therapist, or other individuals. If this were to occur, we would not able to assure 
confidentiality. 
 
The study data will be stored on a password-protected computer.  
 
The results of this research study may be published or used for teaching. We will not put 
identifiable information on data that are used for these purposes. 
 
Study Participation and Early Withdrawal 
 
Taking part in this study is your choice. You are free not to take part or to withdraw at 
any time for any reason. No matter what you decide, there will be no penalty or loss of 
benefit to which you are entitled. If you decide to withdraw from this study, the 
information that you have already provided will be kept confidential. 
 
You may choose not to be in the study or to stop being in the study before it is over at 
any time. This will not affect your class standing or your grades in the [university name] 
Music Department or [course number]. You will not be offered or receive any special 
consideration if you take part in this research study. 
 
Also, the researcher may take you out of this study without your permission. This may 
happen because: 
● The researcher thinks it is in your best interest 
● You can’t make the required study visits 





We may like to contact you in the future either to follow-up to this study or to see if you 
are interested in other studies.  
 
Do you agree to let us contact you in the future?  
 
______YES   ______NO  _______INITIALS 
 
What are the risks of taking part in this research study? 
Interview Risks 
 You may feel emotional or upset when answering some of the questions. Tell the 
interviewer at any time if you want to take a break or stop the interview. You do not have 
to answer any questions that make you feel uncomfortable. 
 
Loss of Confidentiality 
The main risk of allowing us to use and store your information for research is a potential 
loss of privacy. We will protect your privacy by labeling your information with a code 
and keeping the key to the code in a password-protected computer.  
 
Are there any benefits from being in this research study? 
Although, you may benefit from this study through the process of reflection, there are no 
anticipated benefits for your participation. Alternatively, others may benefit in the future 
from the information that is learned in this study. 
 
What alternatives are available? 
You may choose not to take part in this research study. 
 
Will I get paid for taking part in this research study? 
We will not pay you for taking part in this study. 
 
What will it cost me to take part in this research study? 
There are no costs to you for taking part in this research study. 
 
If I have any questions or concerns about this research study, who can I talk to? 
You can call us with any concerns or questions. Our telephone numbers are listed below:  
 
Principal Investigator - John Dally [Phone Number]  
[Email Address] 
 
Faculty Advisor - Ann Marie Stanley [Phone Number]  
[Email Address] 
 
If you have questions about your rights as a research subject or want to speak with 
someone independent of the research team, you may contact the Boston University IRB 
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directly at XXX-XXX-XXXX OR you can contact the Chair of [university name] IRB, 
[name of chair] XXX-XXX-XXXX. 
 
Statement of Consent  
I have read the information in this consent form including risks and possible benefits. I 
have been given the chance to ask questions. My questions have been answered to my 






 Name of Subject 
 
______________________________________ ____________________ 
Signature of Subject  Date 
 
I have explained the research to the subject and answered all his/her questions. I will give 
a copy of the signed consent form to the subject. 
 
________________________________________  
Name of Person Obtaining Consent 
 
________________________________________ _______________________ 





Daily Participant Journal Prompt 
Following each visit at your placement site, record your brief response to the following 
questions: 
1. What did you do today? 
2. What activities or interactions made you feel most like a teacher? 
3. What activities or interactions made you feel most like a college student? 
4. Describe anything or anyone that helped you understand what it will be like to 
become a music teacher. 
5. Was there a time when you felt like an outsider? Describe. 
6. What were you challenged to do today? 





Participant Practicum Reflection Questionnaire 
1. Describe your feelings of belonging at your placement site. How, if at all, did this 
change through your time at your placement? 
2. Describe your relationship with your cooperating teacher. 
3. Did your teacher introduce you to the class? How did that make you feel? 
4. What type of feedback did your cooperating teacher provide? Was this feedback 
been helpful? 
5. In what ways did your cooperating teacher make you feel like a student?  
6. In what ways did your cooperating teacher make you feel like a teacher? 
7. Describe the activities or duties you were involved in at your placement site. 
Describe your feelings about these activities. 
8. Describe any activities that you would consider essential responsibilities. 
9. Describe any opportunities you had to teach during your practicum. 
10. Did you ever feel that you could contribute to the teaching and learning in your 
practicum classroom? Did you share or interject yourself into the situation? Why 
or why not? 
11. If you took notes during your practicum, what type of things did you write down? 
Why? 




13. Describe any concepts, strategies, or practices that you shared or presented to 
your cooperating teacher. How did he/she respond to these concepts, strategies, or 
practices? 
14. What tools, if any, such as charts and technology, did you find helpful for your 
work with students? Where did you acquire these tools? 
15. What concepts or understandings helped you feel competent as a music educator? 
Where did you acquire these concepts?  
16. Who, if anyone, did you approach for information or advice about teaching? 
17. Who, if anyone, helped you feel comfortable with your placement and activities? 
18. What, if any, “tricks of the trade” did you learn through your placement? 
19. How, if at all, did your cooperating teacher included you in activities beyond 
direct instruction, such as parent meetings, advocacy, music selection, and 
communication with administrators, teachers, and parents? 
20. Through your practicum, did you connect with other teachers, music teachers, or 
administrators? If so, who facilitated these connections? 
21. What did you expect from your practicum placement? Describe how your 
placement met these expectations? 
22. At this point, does music teaching appear to be a “good fit” as a future career for 





Participant Initial Interview Protocol 
1. Please share your name, major, performance area, and expected graduation date. 
2. Which of the following methods courses have you not taken? 
a. Brass, Woodwinds, Strings, Percussion, Choral Techniques, Choral 
Conducting, Instrumental Conducting, Elementary Music Methods 
3. Briefly describe your musical journey and prior musical experiences  
a. Involvements in school music programs, leadership opportunities, jobs, 
etc. 
4. Describe any experiences you have had teaching music  
5. Describe any previous field experiences or placements you have had in a 
classroom 
6. Do you plan to become a school music teacher?  
a. If yes, describe your desired music position 
i. Do you plant to complete a credential and teach music in public 
schools? 
b. If no, describe why not 
7. What do you hope to get out of your MUE454 field experiences this semester?  
8. Describe any concerns or apprehension you might have about observing and 
completing your mini-teaching episodes this semester. 
9. How prepared do you feel to become a music teacher? 




Participant Final Interview Protocol 
 
Mega Arts Conference 
When reflecting on attending the Mega Arts conference…  
1. Describe any feelings of belonging at the Mega Arts conference. 
a. Who, if anyone, helped you feel like you belonged? 
General Observations 
When reflecting on general observations…  
2. Describe your thoughts and/or opinions toward the use of reflection instruments 
(guided observation) 
3. When comparing general observations to your practicum experience, what comes 
to mind as the biggest difference?  
Practicum Placement 
When reflecting on your practicum experience…  
4. How did my presence at your site affect your experience? 
5. Did you have a desire to step into a teaching role during your practicum? 
a. If no - what kept you from wanting to do so? 
b. If yes - why didn’t you? 
6. What kept you from asking for more responsibilities and opportunities? 




Recap of All Experiences 
When reflecting all of your field experiences…  
8. Who, if anyone, did you unpack your experiences with?  
a. Anyone beyond our class? 
9. Were there any unanticipated parts of these field experiences that provided 
additional tension?  
10. How did the school staff/admin treat you? 
a. How did that make you feel? 
11. During your field experiences, when did you feel most comfortable? Why? 
12. During your field experiences, when did you feel most uncomfortable? Why? 
13. Describe how you perceived field experiences before and after this course. 








16. How would you design field experiences to be more meaningful?  
17. After the battery of field experiences you have completed, does music teaching 
appear to be a “good fit” as a future career for you?  
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a. Why? Why not? How, if at all, has this changed? 
Reflective Practices  
18. Did the practice of journaling after visits help the process? How did this help?  
19. Did you use audio journals?  
a. If yes, did you feel like those helped you reflect and move forward?  
b. Less or more than formal reflections?  
20. Where do you feel you are, on your journey towards becoming a teacher?  




Cooperating Teacher Interview Protocol 
Bio 
1. Describe how long have you been a music teacher? 
Entering the profession 
1. Describe what/who inspired you to become a music teacher? 
2. Describe how you entered the profession? (i.e. undergraduate music education 
program, credential only, transfer from another teaching position, etc.) 
3. Who, if anyone, provided support for you when you were transitioning from 
student to teacher? 
Field Experiences 
1. Describe any field experiences you had in your undergraduate studies 
2. How impactful/valuable were these experiences to your development as a 
teacher? 
3. Do you frequently have student teachers, practicum students, or observers? 
4. Do you enjoy these experiences? Why or why not? 
Your student 
1. Describe the activities or duties that you assigned to your student. 
a. Describe the importance of these activities to you.  
2. Describe a time when your student acted/performed most like a teacher. 
 . What role, if any, did you play in that situation? 
3. Describe a time when your student acted/ performed most like a college student. 
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4. What, if any, support did your student provide for you? 
5. What, if any, opportunities were you able to provide your student to engage as a 
teacher? 
 . What limited these opportunities? 
6. How did you plan for the time the student was in your classroom? 
7. What type of feedback or insights did you provide to your student observer? 
8. Have you generally been pleased with the student observer? 
Tensions 
1. Do you believe there is tension between student 
Brokers 
2. Has teaching been what you expected?  
a. Why, or why not? 
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